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ABSTRACT 
This research examines the parallels between children's 
understanding about economic reality and the nature of 
economic in ormation that is available in their 
environments. Previous studies, conducted mostly within a 
Piagetian's framework, found that children had a restricted 
range of accounts about economic reality and this was 
attributed by cognitive developmental theorists to the 
children's immature or infantile cognitive structures. 
This thesis argues that children acquire understanding about 
economic inequality through social transmission. Piaget has 
largely neglected the role of social-cultural factors in 
children's cognitive development, while Vygotsky emphasises 
the social origins of cognition. One set of potential 
sources of economic information for children is fairy tales 
and reading books. It was hypothesised that economic 
information communicated in children's literature was 
limited and simplified, and that different cultures were 
likely to present different economic ideas. Older and high 
SES children were predicted to be more stereotyped in their 
reasoning about economic issues because of their presumed 
greater exposure to, and familiarity with this literature. 
Three cross-cultural studies were carried out in Britain 
and Indonesia. In the first study, children aged between 5 
-ii- 
to 11 years were interviewed about their understanding of 
economic inequality. There was evidence that children's 
restricted range of accounts of economic reality was a 
reflection of society's scripts. Analysis of children's 
fairy tales and reading books in the second study revealed 
that limited and stereotyped information about economic 
realitY was presented in this literature. Parallels between 
children's reasoning about economic reality and the economic 
information communicated in. their books were indicated in 
the third study. 
The implications of the research findings were discussed in 
terms of each culture's idiosyncrasies and in relation to 
Piaget's cognitive developmental theory as well as 
Vygotskyls sociohistorical approach. 
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CHAPTER 1 
INTRODUCTION 
AIMS OF THE RESEARCH 
The studies to be presented here are concerned with an 
investigation of fairy tales and other children's literature 
as potential sources of economic information and thus their 
potential role as agents in children's economic 
socialisation. Interest is especially focused on the 
parallel between children's'understanding of economic 
inequality and economic information presented in such 
literature. 
Rapid social and economic changes have occurred in the last 
decade or so, not only in the Western capitalist societies 
but also in other parts of the world. Concurrent with this 
development, there is a resurgence of interest from social 
scientists in the study of social cognition or, as defined 
by Forgas (1983), the study of the relationship between 
individual cognition and socio-cultural representations, 
(p. 129). This renewed interest can also be seen in the 
growing number of studies of children's economic 
understanding. For instance: Berti and Bombi (1988) with 
their investigations of money, work, and means of production 
and ownership; Furnham and Thomas (1984) on pocket money; 
Furth, Baur and Smith (1976) on societal institutions; 
Jahoda (1979,1981,1983,1984) on economic institutions and 
profit; and Stacey (1982,1985) on economic socialisation. 
Other researchers have also investigated children's and 
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adolescents, understanding of economic phenomena in relation 
to socio-political issues (e. g. Connell, 1977; Cummings and 
Taebel, 1978). 
At the centre of the growing interest in the psychological 
study of economic phenomena is the question of how children 
come to acquire or develop understandings and beliefs about 
the economic world (used in the broadest sense to include 
exchange, money, work, possession, economic inequality, and 
so forth). According to Goldstein and Oldham (1969), an 
examination of socialisation in any domain should be able to 
provide answers to the questions (i) who (ii) learns what 
(iii) from whom (iv) under what conditions, and (v) with 
what consequences? In his literature review of economic and 
political socialisation during childhood and adolescence, 
Glachan (1986) concluded that developmental studies of 
economic (and political) socialisation have mostly focused 
on 'who learns what' aspects of economic reality. 
Therefore, most of the investigations have been concentrated 
on the product of socialisation, whereas the process 
component has been largely neglected. 
With one or two exceptions, studies of children's economic 
socialisation have been conducted within a Piagetian 
framework. Predictably, the results of these studies have 
shown a stage-like progression in the development of 
economic understanding, that is, from naive-immature 
thinking into more complex and differentiated levels of 
conceptualisation (e. g. Berti and Bombi, 1988; Burris, 1983; 
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Furth, et al., 1976; Tan and Stacey, 1981). As knowledge 
about the social and economic world is considered (by 
cognitive developmental theory) to develop in the same way 
as the development of understanding about the physical 
world, then it follows that the child's understanding of 
economic reality is thought to be her own construction of 
such reality (from here onward, the words she, and/or 'her' 
will be used as a general term of reference for a child). 
Although the theory acknowledges that this understanding is 
constructed on the basis of the child's interaction with 
the environment, it rejects (e. g. Furth, 1978) the idea that 
socialisation and social transmission play an important role 
in the development of this understanding. 
Childhood socialisation, in the constructivists' view (e. g. 
Furth, 1978), is not primarily the impact of a particular 
social system on the child's mind and behaviour, but is the 
child's construction of the social world. Furth sees the 
continuity of knowledge across generations not so much as 
the result of transmission but as a continuing 
construction'. Moreover, cognitive developmental theorists 
argue, as children's explanations of economic reality differ 
considerably from adults' understandings of the same 
phenomena, they cannot have developed this understanding 
through socially transmitted information; the understanding 
must have been constructed by the children themselves. 
Therefore, the child's social environment is accorded a 
minimal role in cognitive developmental theory; through peer 
interaction as a source of cognitive conflict, the social 
3 
milieu primarily accelerates or retards the child (in terms 
of average chronological age) in reaching a particular 
cognitive level or stage. 
Hence the relatively limited range of accounts that children 
produce to explain economic phenomena is attributed by 
cognitive developmental theorists to their infantile or 
immature cognitive structures. Alternative arguments can, 
however, be put forward to challenge the assertion that the 
child's limited cognitive structures are the reasons for 
their restricted accounts of economic reality (McGurk, 
1990). 
First, by emphasising the child's own self-generated 
actions, cognitive developmental theory regards the child as 
being engaged in an extended intellectual 'meaning-making, 
(Kuhn, 1988), with this cognitive activity being performed 
relatively independently of the social context in which the 
child lives. As Kuhn (ibid) has indicated, in their daily 
lives children encounter different kinds of implicit and 
explicit examples of the higher level concepts which they 
later have to acquire. Although these examples are probably 
not internalised directly or automatically, evidence 
suggests that children observe these external phenomena in a 
sustained and deliberate manner (Morrison and Kuhn, 1983). 
Second, and more importantly, as McGurk (1990) has 
suggested, if the child constructs her own explanation of 
economic phenomena, then there should be many more 
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individual, idiosyncratic accounts. The fact that only a 
restricted range of accounts of economic reality are offered 
by children, suggests that they are not self-constructions 
but are a reflection of the socially transmitted accounts of 
the economic world and the limited economic information to 
which children are exposed. 
Therefore, before children's restricted accounts of economic 
understanding can be attributed to their limited cognitive 
structures, it is important to ascertain the process by 
which this information is acquired. Cognitive developmental 
theorists have concentrated on the product and structure, 
but exclude the process from their discussion. Vygotsky 
(Bruner, 1986) believed that through language and its 
products (literacy, literature, science, technology), ideas 
or 'mind, were transmitted from the more knowledgeable or 
advanced to the less experienced, or from one generation to 
the next. For Vygotsky, the mind grows neither naturally 
nor without assistance. Cognition, for him, is 
"readiness to use culturally transmitted knowledge and 
procedures as prostheses of mind. But much depends upon the 
availability and the distribution of those prosthetic 
devices within a culture" (Bruner, 1986, p. 141). 
It is through the increased use of language and in social 
interaction with other members of the culture that the 
child's higher mental functions develop. 
It has been suggested earlier that limited transmission of 
information about economic reality is the reason behind 
children's restricted accounts of such phenomena. According 
to Jahoda (1981), 
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"the economic unlike the physical processes are in 
practice not amenable to direct observation. Children have 
to acquire relevant information from their social 
environment in order to be able to construct a correct 
representation of economic systems" (p. 56). 
Thus, if the relevant information about an economic 
phenomenon is absent or restricted, it logically follows 
that children cannot make an accurate construction of such 
reality. A question that follows from this proposition is: 
'what are the potential sources of economic information for 
young children that bring about the limited range of 
economic explanations? ' 
Casual observation of what children express verbally 
indicates that they pick up information from adults, and 
peers' conversation, from television, newspapers and other 
kinds of media. For example, in Indonesia it is not uncommon 
to hear a young child saying that she wants to buy a toy 
'at the end of the month'. Why at the end of the month? 
Because when the child cries for a new toy, the parents tell 
her to wait until the end of the month, when the parents 
receive their salaries. 
Different agents of socialisation operate in a child's life 
and some may play more important roles than others at 
particular periods in the child's development. Parents are 
usually regarded as the first agent in the child's 
socialisation, so it can be argued that the home or the 
family functions as a source of economic information for 
young children through everyday social interaction and 
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exchanges between members of the family. For example, 
respect for other people's private property or possessions 
is inculcated from a very young age in the family. Children 
also learn the rules about using personal possessions in 
their routine interaction with members of the family (Furby, 
1980). In some countries, young children from the less 
privileged social backgrounds are likely to be more directly 
involved in economic activities, e. g. parents give them 
money to buy their meals, or send them to go food shopping 
in the nearby market or corner shop, and so forth. 
Other potential sources of economic information include 
school and peer groups. Information about economic reality 
can be acquired in school through instruction, which is 
often given in an academic and piecemeal fashion. For 
example, children learn about interest' and 'profit, as 
part of mathematics, but not in the context of economic life 
and reality. Fox (1978) suggested that children and adults 
acquired their economic information and skills largely 
outside the class-room, through informal channels. 
In their daily interaction with friends, it is assumed that 
children are also exposed to economic information and 
engaged in economic activities; young children often like to 
talk about their material possessions and to boast about 
their toys, clothes or their family's relative wealth. They 
trade or swap objects with their friends, participate in 
gambling and betting, and are involved in charity projects. 
Economic information, albeit limited, incomplete and 
7 
hearsay, trickles down from older school members, or is 
passed around between similarly-aged children. 
A further source of economic information can be found in the 
media, either in the written or electronic form. Although 
there are conflicting findings about the effects of 
television viewing on children, there is some consensus 
between researchers that the content of television conveys 
or reflects the values, beliefs and behaviours of a 
particular society. 
The oldest form of media, folk tales and literary fairy 
stories, has been used as an agent of socialisation for 
hundreds of years, and the present research focuses its 
attention on this form of media. 
For a long time books have been assumed to have a salient 
influence in the formation of opinions, attitudes, behaviour 
and so forth. As early as the 4th century B. C., Plato warned 
of the danger of allowing children to listen to stories 
which were not suitable for their character development. 
More recently, literature (e. g. children's books, fairy 
tales) has been used as an instrument in moral or character 
education (Blumenthal, 1976; O'Dell, 1978), accused of 
reinforcing the traditional sex-role stereotyping in young 
children (Weitzman, Eifler, Hokada and Ross, 1977), and 
employed as a tool or medium in therapy for disturbed 
children (Bettelheim, 1976). 
8 
One special form of literature, the literary fairy tale, has 
its origins in 17th century French culture which was setting 
standards of civilisation for the rest of Europe (Zipes, 
1983). Fairy tales, which grew out of the oral tradition of 
folk tales, were written with the intention of their being 
used as a medium in the civilisation or socialisation 
process of children from the aristocratic-bourgeois 
families. The central concerns of the modern, literary fairy 
tale are morality and civility. A distinguishing feature of 
fairy tales is that the characters in the stories are drawn 
not as fully developed characters, but as stereotypes 
(Cullinan, 1977). They are symbols of virtue, goodness, and 
purity or vice, greed and wickedness, and with these 
representations, children are supposed to recognise who 
should be punished and who rewarded. 
The utilisation of literature, including fairy tales, in the 
socialisation process has been the subject of scholarly 
investigations as, for example, in teaching moral values 
(McCarron, 1987; Zipes, 1983) and sex-role stereotyping 
(Rudman, 1984; Weitzman, et. al, 1977). As Rudman (1984) has 
expressed, most folk and fairy tales mirrored early 19th 
century values and ideas. The present study hypothesises 
that children's fairy tales and other reading matter 
contain not only moral values and ideas, but also economic 
activities. The possibility that fairy tales and other 
readings contain economic information, and thus become one 
of the potential 'agents' in children's economic 
socialisation5 will be explored. More precisely, the present 
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study hypothesises that children's restricted understanding 
of economic reality is parallelled with the limited and 
simplified economic information that is socially transmitted 
to them through this particular literature. 
In this thesis, a cross-cultural study is to be conducted. 
The aim of the study is not to disprove cognitive 
developmental theory, but to offer an alternative view about 
children's limited range of accounts of economic reality. 
Supporting evidence for the argument that exposure to 
simplified socially transmitted economic information induces 
children to think stereotypically about economic reality 
will be sought in this cross-cultural study. Contrary to 
Piaget's view that cultural differences will only accelarate 
or delay the development of cognitive stages, Vygotsky 
claims that different cultures create different minds; thus, 
different cultures are assumed to transmit a different 
social consciousness. The literary fairy tales had their 
origins in Western cultures. This study suggests that in 
comparison to the British children who are assumed to be 
more familiar with the (Western) literary fairy tales, less 
familiarity with such literature is expected for Indonesian 
children; therefore, more stereotypical. thinking with 
respect to economic reality is anticipated for the British 
children. 
Data will be collected among British and Indonesian urban 
school children, from different age groups and social 
classes. It is hypothesised that older and middle class 
10 
children, because of their assumed greater exposure to and 
familiarity with this particular literature, will display 
more stereotypical beliefs and understandings of economic 
reality. 
The present study has three major aspects. Firstly, it will 
examine the British and Indonesian children's perception, 
understanding and beliefs about economic phenomena. The 
second aspect being investigated is the structure and 
content of economic information in fairy stories and 
children's school reading books in Britain and Indonesia. 
Finally, parallels between children's understanding of 
economic phenomena and economic information as presented in 
children's literature will be examined. 
This thesis is concerned with children's economic 
socialisation and starts with a discussion of relevant 
issues in socialisation, such as the meaning, the theories 
and the contexts. A literature review about economic 
socialisation is presented in Chapter 3, in which past 
research in this field is considered and implications for 
the present study are discussed. Chapter 4 presents the 
literature review of the historical development of fairy 
stories. In the context of the present cross-cultural 
study, some background information about the political,, 
socio-economic and educational systems, especially of 
Indonesia, is given in Chapter 5. The first empirical study, 
children's understanding of economic inequality, is 
presented in Chapter 6. Chapter 7 examines the extent of 
11 
economic information in fairy tales and reading books, in 
Britain and Indonesia. Parallels between economic 
information as conveyed in children's literature and 
children's ideas about economic reality is investigated in 
Chapter 8. The general discussion and conclusions are 
presented in Chapter 9, in which the cultural issues and 
theoretical implications of the present study will be 
highlighted. 
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CHAPTER 2 
SOCIALISATION 
2.1 INTRODUCTION 
To study children's economic socialisation, it is important 
firstly to understand what is involved in the socialisation 
process in general. This chapter will examine three aspects 
of socialisation: the definition, the theories and the 
contexts. 
2.2 DEFINITION 
After surveying a variety of psychological definitions of 
the term 'socialisation', Schaffer (1980) concluded that 
there was a common agreement about the final function of the 
process, which was to prepare the individual to live in a 
particular society. 
Socialisation is a process of developing the individual's 
socially relevant behaviour, cognitive skills and 
experiences (Zigler and Child, 1969). The end result is to 
enable the individual to function properly in their 
particular social world. Thus the content of socialisation, 
or what is being taught, shaped or transmitted, relies 
entirely on what is considered important and relevant in a 
particular culture. 
A rather different interpretation of socialisation is given 
by Inkeles (1969)3, who perceives it as the sum total of past 
experiences that may have had some influence on future 
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behaviour. Socialisation is then seen as a circular 
transaction, where process and product interact to produce 
changes. The idea of socialisation as an ongoing and dynamic 
process is emphasised by Denzin (1977), who notes the 
existence of a fluid and shifting relationship between 
individuals trying to adapt their behaviour to some 
interactive relationship. 
Considering that socialisation is an adaptive process and 
people need to adapt to their social environment most of the 
time, it seems that socialisation does not come to an end 
when the individual has reached adulthood. Socialisation 
goes on as a life-long process. Berger and Luckmann (1967) 
conceptualise socialisation as a two-tier system: 'primary 
socialisation, in which children adapt to society as 
objective reality and become members of their society; and 
'secondary socialisation', which is the ensuing process that 
inducts an already socialised individual into new sectors of 
the objective world of her society. The nature of secondary 
socialisation is determined by the social distribution of 
knowledge and the complexity of the division of labour 
(Berger and Luckmann, ibid). The authors' notion that 
knowledge is likely to be unequally distributed has a 
significant implication for children's socialisation; some 
children within a society will be more disadvantaged than 
others. 
While Ziegler and Child (1969) emphasise the purposive or 
deliberate nature of socialisation, for Bandura (1977), 
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vicarious processes are seen as the impetus for 
socialisation; observing the performance of another person 
and its consequences is sufficient for learning to occur. 
Most of the studies of children's socialisation seem to be 
concerned with children's knowledge, theoretical or 
practical, about how to behave in social-personal situations 
(Furth, 1979). This gives the impression that socialisation 
is only about developing social behaviour. However, children 
not only develop an understanding or knowledge about the 
personal aspects of the social world but, as they grow up, 
they also develop an understanding of the impersonal aspects 
of this social world. For this reason, the term 'social 
cognition' is often used to emphasise the understanding of 
social reality (not the social behaviour). In the present 
study, the term Isocialisation, is used in a broader sense 
to encompass the understanding and knowledge of social 
phenomena, not just behaviour. 
2.3 THEORIES OF SOCIALISATION 
A basic question in developmental psychology is concerned 
with the consideration of where the sources of development 
lie. These concerns have led to the continuing debate over 
the issue of nature versus nurture in the development of 
human functioning (Dixon & Lerner, 1988). On the one hand, 
there is the Inaturist' view emphasising maturational 
factors in the unfolding of psychological functions, and 
thus, development occurring independently of learning 
(Dixon and Lerner, ibid). The works of Gesell (1954) and 
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Rogers (1951) are examples of this view. For instance, 
Rogers believes there are forces inside the individual for 
growth and development. Children will grow into healthy, 
happy and socialised individuals if their environment does 
not block their development. On the other hand, 'nurture' 
based learning principles have been stressed by some 
psychologists to account for children's behaviour and 
development (e. g. Miller and Dollard, 1941). The child is 
perceived as being shaped by the external forces or 
experiences that she encounters; in other words, the child 
is seen as a passive participant in her own socialisation. 
The earlier version of social learning theory is an example 
of this nurture-based approach. 
More recently, research in child development has been 
dominated by the view that the individual is an active 
participant in her own development in some sort of 
interaction with the environment. On one side, there is 
Piaget's cognitive developmental theory which focuses on the 
child as the constructor of knowledge on the basis of action 
upon the (physical) environment. Another theory that also 
perceives the child as an active participant in her 
development is offered by Vygotsky (1978). Unlike Piaget, 
who views the social environment as a factor that primarily 
accelerates or delays cognitive progression, Vygotsky sees 
the social environment as a context that historically and 
culturally is always changing; it is the child's social 
interaction and communication that shapes the development of 
her mind and mental life. The following section will present 
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Piaget's and Vygotsky's theories in more detail. 
2.3.1 Cognitive Developmental Theory 
Piaget was a biologist who became interested in the study of 
knowledge. Using a method known as a 'clinical' interview, 
he began his investigation into children's knowledge by 
analysing the content of their thoughts. Piaget 
hypothesised that children invented their explanations in 
such a way that the explanations revealed "the spontaneous 
tendencies of their mind" (Piaget, 1929, p. 14). His 
conclusion was that children's thought is different from 
every other kind of thought not only by the interests that 
guide it and its means of expression, but also by its 
logical structures (1928). In his early writings, Piaget 
proposed that intellectual development was the result of 
social factors, as for example language and interaction with 
parents and peers. However, after his study of infancy, in 
which he observed that children were capable of goal- 
directed action long before speech took a regulative and 
planning role, Piaget changed his view about the nature of 
intellectual development. He became convinced that thought 
derived from the child's own action and not from her 
language (Piaget, 1953,1954). 
As a reflection of his training and interest in biology, -a 
strong biological basis characterises Piaget's theory of 
cognitive development. For example, Piaget perceives 
intelligence as "a particular instance of biological 
adaptation" (Piaget, 1954,, p. 4). Thus, human intelligence 
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is a kind of organic activity that allows the individual to 
interact effectively with the environment. 
Piaget views mental development that begins at birth and 
ceases in adulthood as comparable to organic growth; it 
essentially consists of activity directed toward 
equilibrium. Development is seen as a "progressive 
equilibration from a lesser to a higher state of 
equilibrium" (Piaget, 1967a, p-3). Intelligence, Piaget 
claims, is derived from action; it develops through the 
child's progressive adaptation to her environment and it is 
the result of interactions between the subject and the 
environment. 
There are several basic issues in Piaget's theory that need 
to be highlighted in order to understand the theory better. 
1. Factors in cognitive development. 
Four general factors as the driving forces in the 
development of cognition were proposed (Piaget and Inhelder, 
19 69 ): 
(i) Biological factors and especially the maturation of the 
nervous system. Maturation opens up new possibilities for 
the development of certain behaviour patterns, but the 
actualisation depends on the subject's activity. Although 
biological maturation is a necessary factor in the child's 
mental growth, it is not a sufficient condition for 
cognitive development because, for the possibilities to be 
realised, the maturation must be reinforced by functional 
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exercise and a minimum of experience (Piaget, 1969). 
(ii) The role of exercise and of acquired experience 
For Piaget, at every level of intellectual development, 
experience is a necessary factor. He defines experience as a 
process of assimilation to existing structures (Piaget, 
1972a). Piaget distinguishes two types of experience: direct 
physical experience of objects in which knowledge is derived 
from the properties of objects themselves, and logico- 
mathematical experience in which knowledge is abstracted 
from the co-ordination of the constructive actions of the 
subject upon objects. Piaget's argument that the individual 
learns from reflecting on her actions on the world gives 
a new perspective to learning; previously the learner was 
seen as a passive recipient of knowledge. 
(iii) Social experience 
Like maturational factor and physical and logico- 
mathematical experiences, Piaget views social experience as 
essential and necessary but not sufficient by itself for 
cognitive development. Piaget puts social experience on the 
same level as physical experience; it can have some effect 
on the subject only if she is capable of assimilating it and 
this assimilation can be performed if the subject already 
possesses adequate cognitive structures. 
Social experience can have several meanings for Piaget; it 
can refer to the role of language, to the effect of peers or 
to adult influence. For Piaget, language plays a secondary 
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role to thought. Children think differently from adults, 
their thought is egocentric and so is their talk. In his 
early work on egocentrism and moral judgment, Piaget (1928, 
1932) emphasised the facilitating effect of peer interaction 
on cognitive development. Through peer interaction, conflict 
of opinion is generated and this promotes decentration. 
Reasoning, Piaget argues, is the product of interaction 
between individuals. However, he views the child and adult 
relationship as not conducive to cognitive development 
because it is marked by unilateral authority. 
Piaget cannot be accused of totally neglecting social 
factors in his theory of child development; for example, he 
explains the development of logical reasoning in terms of 
social co-operation (1928), and he adopted an interactionist 
perspective in his book on moral judgment (1932/1965). But 
as his critics argue (e. g. Broughton, 1981; Meadows 1983), 
Piaget shows a general lack of concern with the socio- 
cultural influences on cognition. He never articulates 
clearly what the nature and role of the environment are, and 
he seldom stresses the integration of the individual into 
cultural activities and institutions (except at a later 
stage of formal operation, Broughton, 1981). Except for his 
study on moral judgment, Piaget's experimental work has 
concentrated exclusively on the individual child in 
constructive interaction with the natural and physical 
world, while the personal and socio-cultural environment of 
the child has been largely ignored (Light, 1983). Meadows 
(1983) goes so far as to say that Piaget is wrong in 
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underestimating the role of social transmission, because 
this ignores the role of receptive learning in education. 
To borrow Riegel's (1975) words, the child in Piaget's 
theory is 'an active inquirer in a passive world', or as 
Bruner and Haste (1987) say, Piaget's child is 'a lone and 
active scientist, trying to master the world in relative 
isolation of the social environment. 
(iv) Maturation, physical experience and social environment 
are considered by Piaget as not sufficient to explain 
development. A fourth factor is added: the process of 
equilibrium that co-ordinates those disparate factors in a 
consistent and non-contradictory totality. According to 
Piaget, equilibrium is not an "extrinsic or added 
characteristic but an intrinsic and constitutive property of 
organic and mental life" (Piaget, 1967a, p. 103), i. e. as a 
special self-regulatory mechanism. In Piaget's recent work, 
equilibration has become the dominant explanatory process 
for cognitive development. Piaget distinguishes between a 
state of equilibrium, which depicts a static and restful 
period in cognitive development when assimilation and 
accommodation are in a balance condition, and the process 
of equilibration, which is a set of active reactions of the 
subject to external disturbances. In other words, 
equilibration is a motive for cognitive change. 
Invariant functions and variable structures 
Piaget (1953) uses the terms invariant functions, and 
, variable structures' as he believes that the functioning of 
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the mind remains the same as the individual progresses 
through life, while the particular mental structures change 
or vary with development. Two general functions were 
suggested by Piaget, organisation and adaptation (biological 
in origin). Although Piaget considers organisation and 
adaptation as two complementary and inseparable processes of 
a single mechanism, he primarily elaborates his theory in 
terms of adaptation. Cognition is an adaptive system, and it 
lets the organism adapt to its environment. Two 
complementary components of adaptation, which Piaget refers 
to as 'assimilation' and 'accommodation', explain how the 
cognitive system interacts with the outside world. 
Assimilation subordinates the environment to the organism, 
i. e. new elements from experience are incorporated to the 
existing cognitive structures, while in accommodation the 
subject has to alter her mental structures to adapt to the 
structures of the external reality. Piaget perceives 
adaptation as an equilibrium between assimilation and 
accommodation. 
According to Piaget, at birth mental life is limited to the 
"exercise of reflex apparatuses, i. e. of hereditarily 
determined sensory and motor co-ordinations that correspond 
to instinctual needs" (Piaget, 1967a, p. 9). Adaptation is 
still reflexive or hereditary, in which assimilation and 
accommodation are undifferentiated. Sensory and motor 
activities are assimilated to these innate structures, and 
from this acquired adaptation sensorimotor schemes are 
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constructed (Piaget, 1953). 
The concept of stage 
The concept of stage is probably the most well-known but 
also one of the most controversial aspects of Piaget's 
theory. Piaget claims that cognitive structures undergo 
systematic and uni-directional change in a step by step 
process, and that each step represents a distinct stage in 
development (Piaget, 1983). Although stages are said to 
always appear in the same order, Piaget is anxious to avoid 
giving the impression that stages are innately 
predetermined; he rejects the notion that maturation might 
be the basis of this successive ordering of stages, because 
maturation only provides new possibilities for development. 
Piaget's claim about the role of maturation in his theory is 
problematic, which can be seen by his suggestion that the 
effects of maturation consist essentially of "giving access 
to structures that could not be evolved before these 
possibilities were offered" (Piaget, 1983, p. 117). It is 
therefore difficult not to see stages as unfolding 
naturally, although Piaget likes to believe differently. 
A stage theory like Piaget's is usually associated with 
the idea of discontinuity in development (i. e. qualitative 
changes in structures at each new stage). The question. is 
whether Piaget views cognitive development as continuous or 
discontinuous. In general, Piaget views development as both; 
it continuity would depend fundamentally on a question of 
scale; for a certain scale of measurement, we obtain 
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discontinuity when with a finer scale we should get 
continuity" (Piaget, 1960, p. 121). Inhelder (1962) also 
states that phases of continuity alternate with periods of 
discontinuity in the development of intellectual operations. 
Continuity is seen in the operation of the functional 
invariants (adaptation and organisation), while 
discontinuity is shown by the qualitative changes in I 
cognitive structures (stage-like progression). 
Piaget's stage concept has certainly attracted debate and 
criticism. For example, Flavell (1977) argues that the 
existing evidence does not support Piaget's claim that 
cognitive growth is a stage-like process. Flavell accepts 
the existence of qualitative developmental changes, but he 
suggests that the developmental processes underlying these 
changes do not have to show qualitative changes. On the 
other hand, Brainerd (1978) rejects Piaget's stages as 
explanatory constructs, but regards them more as 
descriptions of age-related changes in behaviour. According 
to Brainerd, stages as explanatory constructs must fulfil 
three criteria: (i) stages must be descriptive, i. e. they 
must specify some target behaviours that undergo age change; 
(ii) there must be antecedent variables believed to be 
responsible for such changes; (iii) there must be 
procedures to measure antecedent variables independently-of 
behavioural changes. Brainerd presumes that the antecedent 
variables would be maturational and experiential factors, 
and he argues that Piaget's stage model does not have 
procedures for measuring the antecedent factors and the age- 
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related behaviour changes independently. Critical responses 
to Brainerd's argument have come from, among others, Flavell 
(1978) who says that Brainerd fails to distinguish between 
two explanatory tasks concerning stages, i. e. determining 
what explains stages and what stages explain. The impression 
that there is circularity regarding the explanatory use of 
Piaget's stage concept is probably justified; the child's 
task performance is used to determine her stage level, and 
in turn, her stage level is used to explain the task 
performance. 
Piaget's claim that there exists a universal and invariant 
sequence of stages has made some authors accuse Piaget of 
being a Imaturationist'. If a sequence of behavioural 
acquisitions cannot be changed by environmental factors, as 
Piaget says, then it must be supposed that the sequence is 
under hereditary control. Thus, Tanner (1956) suggests that 
Piaget's mental stages must have neurological bases, while 
Beilin (1971) says that Piaget's invariant order of 
structural achievement requires "an explanation defined in 
terms of genetic control" (p. 178). Piaget has persistently 
argued (e. g. Piaget, 1983) that biological maturation only 
opens up the possibilities for the development of 
structures,, but the realisation of these possibilities 
depends on the subject's own constructions and other 
factors, e. g. experience. 
After a conversation with Piaget, Vuyk (1981) reported that 
Piaget had become less interested in the stage issue: 
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"thinking in terms of stages one runs the risk of looking 
too much for periods of rest or equilibrium, while in fact 
development is never static. Piaget now considers 
development a spiral and though one may call a stage 'a 
detour of spiral', this indicates that the periods of 
equilibrium are relatively unimportant" (p. 192). It should 
be noted here that it is the state of equilibrium which I 
Piaget considers irrelevant, not the process of 
equilibration. 
The assumption of the existence of universal stages implies 
that cognitive development occurs in the same way and the 
stages are identical for children of similar ages all over 
the world, independent of the specific cultural context in 
which the developing individual lives. Piaget's (1972b) view 
on socio-cultural differences is restricted to 
considerations regarding the rate or speed in the attainment 
of stages. Variation in the social environment will only 
affect the average age at which children go through each 
stage. Thus, the period of concrete operation is between 7 
or 8 years and 11 or 12 years for children in Geneva, but 
this age period may vary (either in terms of delay or 
acceleration) for children from other social milieus or 
countries. 
Results from cross-cultural studies (Dasen and Heron, 1981) 
showed that formal operational performance was rarely found 
among non-literate adults and therefore it was suggested 
that formal operation represented a culturally specific 
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(that is, Western) stage of development. Dasen (1972) also 
concluded that even concerning conservation tasks "it 
can no longer be assumed that adults of all societies reach 
the concrete operational stage" (p. 418). By saying that not 
all adults could reach the concrete operational stage, Dasen 
actually implied that the assumption of the existence of 
universal stages was still valid. A further consequence of 
his statement was that adults in some societies had simpler 
cognitive structures or 'lower' cognitive ability. Piaget 
himself (1972b) suggests that formal thought might never 
develop in extremely disadvantageous conditions, although he 
denies that formal structures are exclusively the result of 
the process of social transmission (e. g. intellectual 
stimulation from adults). 
4. Stages in Cognitive Development 
Four main stages in cognitive development are proposed by 
Piaget (1969). 
(i) The first is the sensori-motor stage, which covers the 
period between birth until about one and a half or two 
years. Piaget sees this period as very important because 
during this time the child constructs all the cognitive 
structures that will become the basis for later intellectual 
development. There is a progressive formation of the schema 
of the permanent object and the sensory-motor structuration 
of the immediate spatial surroundings (Inhelder, 1962). 
Language is still absent and symbolic function is lacking; 
in other words, before the development of object permanence 
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the child cannot represent objects mentally in their 
absence. Intelligence at this stage is essentially 
practical, i. e. aimed at getting results rather than at 
stating truths (Piaget and Inhelder, 1969). Halford (1989) 
argues that Piaget is on the right track in postulating that 
infants gradually develop a more integrated conception of 
space, even though infants have been shown to accomplish 
this at a younger age (e. g. Bower, 1974) than Piaget 
suggested. 
(ii) The second stage is the pre-operational, from around 2 
until 7/8 years. This stage actually consists of two 
different sub-stages; the later period, from about 4 years 
on, is called the stage of 'intuitive logic'. Semiotic 
processes such as language and mental imagery are formed at 
this stage. Piaget says that the child's thought at this 
stage is egocentric (later Piaget used the term Icentration' 
instead of egocentrism): the child thinks from her own 
perspective without troubling to make herself understood nor 
to place herself at other people's point of view (finding it 
difficult to decentre). The consequences of this 
egocentrism are that childish reasoning is different from 
that of adults, less deductive and less rigorous (Piaget, 
1928). Pre-operational children, according to Piaget, do not 
understand concepts such as transitivity, seriation, 
conservation and class inclusion. 
Faced with the criticism that Piaget describes pre- 
operational children in terms of their intellectual 
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incompetencies (cannot conserveý use reversibility or 
decentre) instead of what they can do (e. g. Bryant and 
Trabasso, 1971; Gelman and Gallistel, 1978), he proposes 
that pre-operational children are capable of identity and 
functional relations in the environment. Identity is the 
ability to recognise that it is the same liquid that is 
transferred from one glass to another. An example of 
functional relation, given by Sinclair (1971), is opening a 
curtain: the child understands that pulling the cord of the 
curtain will make the curtain open, and that the farther one 
pulls, the farther the curtain opens. It is nevertheless 
apparent that pre-operational children are attributed with 
very limited ability by Piaget. 
Summarising the criticism directed at this stage of Piaget's 
theory, Vuyk (1981) says: "failures of children under 
approximately 7 years of age in Piagetian experiments on 
concrete operational structures are not due to a lack of 
understanding but to unfavourable variables of the tasks" 
(p. 413). More about these unfavourable variables will be 
discussed in the concrete operational stage. 
(iii) The third stage in Piaget's system of cognitive 
development is the concrete operational period, which lasts 
from 7 or 8 to 11 or 12 years. This stage is characterised 
by the beginning of operational groupings in their various 
concrete forms and with their various types of conservation 
(Piaget, 1983). Generally speaking, conservation refers to 
the child's understanding that quantitative relationships 
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among objects remain invariant (thus, are conserved) despite 
transformations in perceptual characteristics of the 
objects. Children at this stage are capable of co-operation, 
because they no longer confuse their own point of view with 
that of others. In other words, they are able to decentre, 
i. e. to co-ordinate others' point of view with their own. 
The notion of 'time lag, is suggested by Piaget (1928) to 
explain the irregularity or 'different, time a child can 
perform certain behaviours. There are two types of 'lag', 
vertical (between stages) and horizontal (within a stage). 
In vertical lag, for example, a child may fail a problem 
when the solution requires verbal expression but she may be 
quite successful with the same problem on a practical, 
behavioural level. Horizontal lag is shown in children's 
acquisition of certain conservation concepts: the 
conservation of matter or substance is mastered earlier than 
the conservation of weight, which on the other hand is 
acquired earlier than the conservation of volume, although 
the three properties belong to all objects (Bovet, et. al., 
1982) . 
Many studies have been conducted on Piaget's conservation 
tasks, and the results seem to show contradiction due to 
different procedures, instructions, material used, domains 
of knowledge examined and so on. Piaget and Inhelder (1956) 
claim that results of tests and experiments depend in part 
upon the experimental conditions. 
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As Vuyk (1981) has said, children under seven years fail 
Piagetian conservation tasks due to the unfavourable 
variables in the tasks. Some of the variables that Donaldson 
(1978) has identified are the situational context and 
language used in the experimental tasks; when the tasks are 
presented as daily life experience, and children understand 
what they have to do (i. e. the task makes sense), even young 
children under 5 years can succeed in conservation tasks. 
McGarrigle and Donaldson (1974) suggest that children learn 
language in an interactional context and that preschool 
children pay as much attention to adults' actions as to 
their words. Therefore, asking children for the second time 
(after the transformation in the traditional Piagetian 
conservation tasks) whether the volume (or weight or 
whatever conservation concept being examined) is still the 
same, will make them think that the experimenter wants them 
to change their response. 
(iv) The last stage is formal operational, which usually 
emerges at adolescence. This stage is characterised by 
hypothetico-deductive or abstract thinking; the adolescents 
at this stage can deal with propositions and are able to 
reason in a logically consistent way. As discussed 
previously, cross-cultural studies showed that the formal 
operational stage is not a universal phenomenon. Piaget 
(1972b) suggests that all normal subjects will attain this 
stage, for some probably as late as between 15 and 20 
years, but they reach this stage in different areas 
according to their aptitudes and professional 
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specialisations. This sounds as if Piaget has paid more 
attention to individual differences, a variable that his 
critics accused him of neglecting. Piaget has restricted his 
comments on the possibility of individual differences to the 
difference in rate of development (i. e. how fast) and the 
distance or the stage that can be attained (i. e. how far). 
Physical world versus social world 
According to Piaget 11 the reaction of intelligence ... to the 
social environment is exactly parallel to its reaction to 
the physical environment" (1963, p. 60). Thus Piaget treats 
the two domains as being similar, and therefore the 
cognitive processes that deal with the physical world are 
regarded as being the same as those engaged with the social 
environment. Some writers (Glick, 1978; Gelman and Spelke, 
1981) disagree with Piaget's view and consider the two 
domains as different. Different social contexts create 
different reactions in people; the behaviour of people can 
only be predicted loosely from the social forces acting on 
them. Accordingly, cognition in the social domain has to 
follow different rules. It is "based less on logic and more 
on probability, shared cultural belief systems, cultural 
stereotypes, and scripts" (Hoffman, 1981, p. 67). 
To conclude, Piaget views the child as an active constructor 
of knowledge. Development is unidirectional and there is a 
single end-state of intellectual development, i. e. an 
increasing equilibration towards the stage of formal 
operation. However, by emphasising the child's activity in 
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cognitive development, Piaget has largely neglected the role 
of social-cultural factors in this development. Cognition is 
seen as developing naturally or spontaneously, with the 
child in charge of her own development. The implication is 
that socialisation contexts, for example parents, schools, 
and the media, play a minimal role in the child's 
development, moderating rates of progress rather than the 
direction of progress or the sequence of stages along the 
way - 
2.3.2 Vygotskyls Sociohistorical Theory 
Interest in the Russian psychologist, L. S. Vygotsky, has 
been growing during the last few decades. Different names 
have been used in referring to his theory of the development 
of higher psychological processes: 'cultural historical 
theory' or 'social historical theory' by Soviet 
psychologists, and Isociohistorical theory' by U. S. 
psychologists (Scribner, 1985). In this thesis, the term 
'sociohistoricall theory will be consistently used to refer 
to Vygotskyls theory. 
The central thesis of Vygotsky's theory is his claim about 
the social origins of human psychological processes. 
Vygotsky rejects the idea that human development is an 
individual achievement. On the contrary, he perceives 
development as a dialogical process between individuals 
which then moves inward (becomes internalised), or 
progresses from the collective to the individual. Vygotsky 
expresses his ideas about the role of social factors in 
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cognitive development in his 'general genetic law of 
cultural development': 
it Any function in the child's cultural development 
appears twice, or on two planes. First it appears on the 
social plane, and then on the psychological plane. First it 
appears between people as an interpsychological category, 
and then within the child as an intrapsychological category. This is equally true with regard to voluntary attention, logical memory, the formation of concepts, and the 
development of volition. We may consider this position as a law in the full sense of the word, but it goes without 
saying that internalization transforms the process itself 
and changes its structure and functions. Social relations 
or relations among people genetically underlie all higher 
functions and their relationships" (in Wertsch, 1985, p. 60- 
61). 
What Vygotsky suggests is a process by which culture becomes 
a part of each person's nature (Vygotsky, 1978), or 'nature 
transformed by history and culture, (Bruner, 1985). Vygotsky 
claims that, in the development of each child, there are two 
different lines of development: the natural or biological 
line, i. e. the processes of growth and maturation, and the 
cultural line, which is the process of mastering the various 
cultural means or tools. All children go through the phase 
of natural development; at this stage they are 'primitive or 
preculturall, because they are not able to use the cultural 
tools. As adults start to instruct them in the use of 
cultural tools, these cultural means are incorporated into 
the children's minds (Van Der Veer and Valsiner, 1991). 
Through interaction with adults, children come to adopt the 
role of members in culturally organised activities. What was 
previously outside or social becomes inward or second nature 
to the child. 
Vygotsky proposes that through mastery of cultural means, 
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minds are transformed; therefore, although people from 
different cultures have identical lower psychological 
processes, they might show different higher psychological 
processes (i. e. thought). The distinction is not only in the 
content of thinking but also in the ways (forms) of 
thinking. Vygotsky's choice of technology-like aspects of 
culture (language, writing and counting system) as the 
basis for the comparison between cultures is influenced by, 
among other things, the con-sideration that technology has 
significantly changed the outlook of Western culture. 
Consequently, Vygotsky tends to compare cultures in terms of 
inferior (or backward) and superior. For example, he 
suggests that the level of societal and cultural development 
of some of the national minorities in Russia is 'low', and 
this claim exposes him to criticism of being ethnocentric 
and taking a linear perspective on culture (Van Der Veer and 
Valsiner, 1991). From this discussion it is apparent that 
culture in Vygotsky's theory is used in a rather narrow or 
restricted way. However, as his theory is developed by his 
followers, the concept of culture is used to encompass 
broader aspects of the social environment. 
The following discussion will focus on some of Vygotsky's 
basic ideas about the development of psychological 
processes. 
1. The relationship between thought and speech 
For Vygotsky (1986), language (or more precisely, speech) is 
not only a psychological tool that helps to form other 
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mental functions but also is itself one of these mental 
functions; it has undergone a cultural development. The 
child's intellectual development is influenced by language. 
Although Vygotsky shares Piaget's view that intelligence 
has its prespeech phase or preverbal forms, he, however, 
suggests that speech has its preintellectual manifestations. 
At about the age of two the development of thought and 
speech, which previously took separate lines, come into 
contact and new mental processes develop: verbal thought and 
intelligent speech. 
Four stages in the sequence of the merger or in Vygotskyls 
word 'engagements' (Vygotsky, 1986; Kozulin, 1990) of 
thought and speech are: 
(i) the primitive stage, where speech is mostly 
preintellectual and intelligence operates non-verbally. 
(ii) the stage of 'naive psychology, or practical 
intelligence. Problem-solving activity operates at the 
sensory-motor level and, in terms of speech, grammatical 
forms and structures are used correctly although the logical 
operations of these forms and structures are still not 
understood. 
(iii) the stage of external use of cultural tools. 
The child starts to solve problems mentally with the help of 
external symbolic means (e. g. fingers in counting). Speech 
development is characterised by egocentric speech. Unlike 
Piaget, who views egocentric speech as a transition from 
non-verbal, autistic speech to socialised speech (inside-out 
development), Vygotsky sees egocentric speech as the bridge 
36 
between speech for others (social) and inner speech 
(outside-in development). The function of egocentric speech 
for Vygotsky, is similar to inner speech, i. e. to help the 
individual to reflect on a problem, to analyse it and to 
plan for future action. 
(iv) Vygotsky calls this stage the lingrowth stage'. 
Thought and speech become internalised; the external 
operation turns inward. For example, the child is able to 
solve problems (mathematical and logical) in her head 
without having to use external mediators. Speech becomes 
silent inner speech, having a self-regulatory function and 
being crucial for planning verbal and intellectual actions. 
2. Thought and mediated activity 
Like Piaget, Vygotsky believes that thought is created 
through action. However, an action for Vygotsky is a 
socially meaningful mediated activity (Kozulin, 1990), an 
action that uses a mediator to achieve its goals. Three 
types of mediators are suggested: tools (i. e. technical 
tools), signs (i. e. psychological tools) and the behaviour 
of other people. 
All the tools that have been created by people are elements 
of a culture. On the other hand, sign system, which Vygotsky 
describes as a symbol with a definite meaning and which 
evolved in the history of a culture (Davydov and 
Radzikhovskii, 1985), has a different role or function from 
tools. Signs, by their nature, are intrinsically reversible, 
i. e. they can give feedback and direct or control the user 
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(Lee, 1985). Vygotsky focuses on language as a mediating 
device because it is a reversible sign system; thus, it can 
control the behaviour and thinking of the individual. His 
emphasis on the role of human mediator (i. e. interpersonal 
communication) is reflected in his general law of cultural 
development, which highlights the close relation between the 
social organisation of behaviour and the individual 
organisation of thinking (Kozulin, 1990). 
3. The zone of proximal development 
The zone of proximal development (the ZPD hereafter) has 
become one of the most well-known concepts in Vygotsky's 
theory, because of its relevance to development, learning 
and education. Cole (1981) labels the ZPD as the zone where 
culture and cognition create each other. According to 
Vygotsky, cognitive development could be based both on 
maturational processes and on learning through teaching, 
these two forms of development being mutually 
interdependent. His view that psychological development 
depends on instruction therefore stands in direct contrast 
to Piaget's claim that development should precede learning, 
i. e. the view that a child cannot benefit from teaching 
unless she has the necessary cognitive structures to 
assimilate that experience. 
Vygotskyls dissatisfaction with the practice of his time 
to measure the child's intellectual development by assessing 
her independent and unassisted problem solving, i. e. what 
she can do herself, lead him to argue about the importance 
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of prompts,, hints, demonstration and so forth, in short, 
'assistance or guidance, in problem solving. The difference 
between what a child can do by herself and what she can do 
with adults' or peers' assistance is what ZPD is about; "the 
distance between the actual developmental level as 
determined by independent problem solving and the level of 
potential development as determined through problem solving 
under adult guidance or in collaboration with more capable 
peers" (Vygotsky, 1978, p. -86). 
An interesting point from the ZPD is Vygotskyls argument 
that the level of actual, independent development represents 
the already matured functions, while the child's performance 
in co-operation with more experienced others is 
characteristic of her future development. With the ZPD, 
Vygotsky seems to suggest that children of the same calendar 
age with the same mental age may have different capacity to 
learn beyond their actual mental age in assisted learning, 
thus pointing to individual differences in cognitive 
development. 
The ZPD has to be seen in the context of a relationship 
between a dynamically developing child and a changing 
environment. However, Vygotsky's example of this phenomenon 
(as cited in Van Der Veer and Valsiner, 1991), whereby the 
child's mental age in independent performance is depicted as 
steadily increasing with each subsequent calendar year but 
the 'mental age' for the joint or assisted performance 
remains the same as the child gets older, seems to 
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contradict his notion of the dialectical process of the 
child's development. Vygotsky seems to describe the dynamics 
of the child's intellectual development against a background 
of a static environment: while the child grows older and can 
do more by herself, the assisted performance does not 
undergo any change. The implication is that either the 
child's ZPD becomes smaller and the child is less able to 
benefit from assistance as she gets older, or the 
environment remains static, i. e. it still treats the child 
as it did a few years back. This idea does not fit well with 
Vygotsky's general view that development is a dialectic 
process. This study suggests that the ZPD does not become 
smaller with increasing age; the child might have mastered 
certain tasks, but the beneficial effects of assistance or 
guidance for other novel tasks exist. 
Vygotsky's claim about the ZPD seems to have been supported 
by several studies that examined the role of collaboration 
in problem-solving tasks. For example, Wood, Bruner and Ross 
(1976) examined the role of tutor in teaching children aged 
3,4, and 5 years to build a three-dimensional structure 
that initially was beyond their capacity. The adult tutor 
provided 'scaffold' which enabled the child to solve a 
problem, carry out a task, or achieve a goal that would 
have been beyond the child's ability if performed 
independently. Another study by Azmitia (1988) found that 
preschool childrený contrary to Piaget's suggestion that 
they benefit more from solitary work, did better in their 
task (copying a complex Lego model) when they worked with a 
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more skillful partner. Collaboration was also found to be 
especially beneficial for the novice learner. In Freund's 
study (1990), children of 3 and 5 years old either worked in 
interaction with their mother or were given corrective 
feedback by the experimenter in a problem-solving task (i. e. 
a categorisation task). The results showed that meaningful 
social interaction between adult and child during the task 
led to improved independent child performance. Thus, these 
studies corroborate what Vygotsky says about the effect of 
joint interaction with a more knowledgeable partner on the 
child's independent performance. 
4. Qualitative changes in development 
The development from the lower to the higher forms of 
intelligence is seen by Vygotsky not as a simple and 
quantitative growth, but as a dynamic process full of 
upheavals, sudden changes, and reversals (Vygotsky, 1978). 
As discussed earlier, Vygotsky suggests that the 
individual's higher mental functioning has its root in 
social life; understanding the individual can therefore be 
achieved only through the understanding of the social 
relations in the environment where the individual lives. The 
implication of this claim is that Vygotsky perceives the 
mental content or functioning of children from different 
times and places as different. Vygotsky argues that there 
can be no universal schema that adequately represents the 
dynamic relation between the individual's unique 
characteristics and the opportunities 
for experience 
provided by the changing surroundings 
(John-Steiner and 
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Souberman, 1978). 
From his study of the development of concepts, Vygotsky 
concludes that only at adolescence is the level of real 
conceptual problem solving achieved. Before this age, a 
? unique intellectual formation' that externally resembles 
true concepts is present; functionally, this intellectual 
formation is equivalent to true concepts. The elementary 
intellectual functions (e. g. accumulation of associations, 
stability of attention, accumulation of groups of 
representations), already matured at a much earlier age, 
continue the smooth course of their development during 
adolescence. However, a different form of participation of 
these elementary functions in concept formation takes place; 
"they participate as processes that are mediated by the sign 
or word" (Vygotsky, 1987, p. 131). Thinking in concepts is 
only possible with verbal thinking. 
Vygotsky distinguishes three major types of preconceptual 
representations: 
(i) unorganised 'heap' or syncretic grouping 
At this stage, word meaning only denotes a 'vague syncretic 
conglomeration of individual objects' (Vygotsky, 1986). In 
perception, thinking and action, the child tends to connect 
a wide variety of elements that may have no internal 
connections into one inarticulated image. 
(ii) thinking in 'complexes' 
In a complex, objects are associated in the child's mind not 
only by her subjective impressions but also by bonds 
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actually existing between these objects. Vygotsky seems to 
support Piaget's suggestion of egocentrism by saying that, 
when a child moves up to the level of complexes, she has 
partly overcome her egocentrism. There are five basic types 
of complexes; the one that Vygotsky claims to predominate in 
the preschooler's real life thinking is the Ipseudoconcepts 
complex', which is the bridge between the child's concrete 
and abstract thinking (Vygotsky, 1987). 
(iii) 'potential concepts' 
Potential concepts carry the elementary function of 
abstraction. 
Although Vygotsky suggests that the preschool child's 
thinking is predominated by pseudoconcepts, this does not 
mean that Vygotsky is proposing a stage-like progression of 
higher psychological functions, like the Piagetian stages. 
Vygotsky believes that the child's concepts always develop, 
and it is incorrect to presume the existence of 'child 
logic, as opposed to adult logic' (Kozulin, 1990). Vygotsky 
emphasises that there is nothing immature in the complex 
type of problem solving, and that older children and adults 
retain and use the preconceptual type of representation in 
their problem-solving activities, depending on the given 
task and the strategy chosen for its solution. In short.: 
although Vygotsky accepts that there are qualitative 
transformations in the development of the individual's 
thinking, he refuses the notion of stages' as in the 
Piagetian stages. Unlike Piaget, who sees adolescence or the 
formal operational stage as an end state of cognitive 
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development, Vygotsky views adolescence more as a period of 
crisis and transition than of completion (Vygotsky, 1986). 
2.3.3 Comparison between the two theories 
Piaget's cognitive developmental theory and Vygotsky's 
sociohistorical theory have been presented. The two theories 
start from different points of view and, not surprisingly, 
they differ in significant ways. 
First, Piaget and Vygotsky share the idea that development 
involves qualitative transformations, and both perceive the 
child as active in the process of development, developing 
knowledge of the world through her activities. However, 
unlike Piaget, who focuses on the individual child as 
mastering the world relatively independently of her social 
surroundings, Vygotsky stresses the dialectical interaction 
between the developing individual and the always changing 
social context. Like Piaget, Vygotsky also views the child 
as an active participant in her own development; 
nevertheless, he does not elaborate in what way the child 
contributes to her own development. However, other researchers 
have elaborated Vygotsky's idea about the child's active 
participation in her development; for instance, the concept 
of 'scaffolding, has been suggested by Wood, Bruner and_Ross 
(1976), guided reinvention' by Lock (1980), 
, apprenticeship, and guided participation' by Rogoff (1990, 
1991) . 
Second, both Piaget and Vygotsky perceive internalisation as 
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being important in the child's development. But their 
different ideas about the origins of human mental processes 
bring them to emphasise different activities and 
representational systems. Focusing on the social processes, 
Vygotsky examines the representational systems that are 
required to participate in these processes; thus, his 
emphasis is on the internalisation of speech. On the other 
hand, a focus on the child's interaction with the physical 
reality leads Piaget to emphasise the representational 
systems needed to manipulate objects; internalisation for 
him is primarily in terms of sensori-motor schemes, later of 
operations. 
Third, Piaget was an epistemologist interested in the 
development of logical thought, and he emphasises the 
individual's construction of logical systems. For Piaget, 
language is a reflection of thought. It does not in any way 
have an important role in the formation of the higher mental 
process. In contrast, Vygotsky sees speech and language as 
essential psychological tools in regulating and organising 
the individual's activities. Vygotsky claims that egocentric 
speech functions as realistic thinking' and controls the 
child's behaviour and problem solving, while for Piaget 
egocentric speech is a sign of the child's inability to-take 
other people's point of view. 
Fourth, Vygotsky's emphasis on the social basis of mind 
leads him to focus on interpersonal communication and the 
role of partners, i. e. more skilled or experienced peers and 
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adults, in cognitive development. On the other hand, Piaget 
assumes that the child-adult relationship is unlikely to 
induce cognitive restructuring because of the asymmetrical 
(or unequal) power relations between them. Vygotsky does not 
see the adult-child relationship in terms of power but in 
the sense of possession of cultural skills or knowledge. 
Fifth, Vygotsky also disagrees with Piaget in terms of the 
universal stages of cognitive development. Piaget sees the 
stages as identical for all children as a function of age. 
According to Vygotsky, the functional learning system of one 
child may not be identical with that of another, although 
there may be similarities at certain stages of development 
(John-Steiner and Souberman, 1978). 
2.3.4 Theoretical Framework for the Present Study 
Piaget's cognitive developmental theory and Vygotsky's 
sociohistorical theory are traditionally seen as occupying 
two opposing sides, that is, Piaget as an advocate of stage 
theory and individual development, and Vygotsky as a 
proponent of the social context of human development 
(Bidell, 1988). As Schaffer and Crook (1978) said, Piaget 
focuses on the child but neglects the variations that exist 
in the social environment. With his theory, Vygotsky offers 
a way of understanding the social and individual factors 
that determine development without reducing one factor to 
the other (Damon, 1989). Although Piaget's and Vygotsky's 
positions about development reflect the essential 
differences and the irreducible characteristics of their 
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theories (Bidell, 1988). more recently some scholars have 
talked about the possibility of the two theories being 
complementary (e. g. Wertsch, 1985; Bidell, 1988). 
Human beings do not exist in a social vacuum; they live in 
certain social environments that directly or indirectly have 
an impact on their physical, psychological and social 
development. A simple example of how different social 
contexts influences the socialisation process can be given by 
the fact that in Indonesia, to give or receive things by 
using the left hand is considered socially unacceptable. The 
origin of this social custom could probably be traced to 
practices concerned with personal hygiene whereby the left 
hand comes to represent uncleanliness. Howeverg the cultural 
meaning is later attached to the use of left hand in social 
interaction, so that social use of the left hand is now 
synonymous with bad manners. 
Children are born into a complex social world. From an early 
age, they participate in social relationships with parents, 
sibling(s), other children and adults. The child's cultural 
and social environments provide the contexts for the child 
to develop and learn, i. e. to acquire experience and 
knowledge. The social world that the child encounters is not 
a neutral or passive world, as sometimes depicted in the 
Piagetian model, but often directive in determining which 
cultural and social knowledge the child has to acquire, when 
and in what ways (Goodnow, 1990). 
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This study will follow Piaget's and Vygotsky's conception 
of the child as an active participant in her development. 
However, stress will also be placed on the child's 
interaction with an inherently active or changing social 
world. It is within the context or 'boundary, of her variant 
social world that the individual creates her higher mental 
processes. In other words, through successive mental 
sharings with the more able or knowledgeable members of the 
society or culture, transmission of ideas or mind are 
effected. Thus, ideas are not constructed relatively 
independently of the social environment, as viewed by 
cognitive developmental theory, but ideas are constructed as 
inherently socially shared perceptions and beliefs of the 
world. The implication of ideas being socially shared 
percepts is that different cultures or social environments 
also create different shared perceptions: that is, changes 
in the social contexts bring about changes in socially 
shared perceptions. 
From this perspective, children's limited knowledge of the 
social world may be attributed to the limited sharing or 
transmission of knowledge that a particular social context 
makes available to its younger members; after all, children 
cannot learn about things that are not presented to them, 
whether intentionally or unintentionally. Consider, for 
example, parents replying with a 'wait until you are older, 
type of response when their children ask questions which the 
parents consider to be beyond the children's age or ability 
of understanding. Vygotsky (1978) suggests that, under adult 
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guidance or in collaboration with more capable peers, 
children can solve problems that they cannot solve by 
working independently. Adults' unwillingness to share 
knowledge, as expressed in the 'wait till you are older, 
kind of response, consequently puts a limitation on the 
knowledge or information that children can acquire or 
internalise. 
Age grading is pervasive in contemporary societies, and 
particularly in Western culture (Goodnow, 1990). 
Consequently, almost all aspects of life are organised 
according to age norms. For example, a child has to start 
eating solid food at a certain age, she is expected to be 
able to utter two-words sentences at another age, go to 
school at five years and so forth. Children learn that some 
pieces of knowledge are expected of them, while some others 
are considered inappropriate for their age level. Children 
in some Western cultures learn that direct questions about 
for instance, family income or money, are not encouraged 
(Goodnow, 1990; Rogoff, 1990). Therefore, either they wait 
until information is given or they try to get the 
information from peers, books or other sources. 
There may be limitations to what a child can adequately 
understand about the social world, but it is important to 
ascertain first that the necessary information about that 
world is sufficiently provided. Knowledge and accounts about 
the social world develop not primarily on the basis of logic 
(see Hoffman, 1981), but they are influenced by, among other 
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things, cultural and societal values. It is possible that 
different accounts or explanations exist regarding certain 
aspects of social phenomena, or that different accounts are 
transmitted to children at different age levels. Therefore, 
the present study suggests that before drawing a conclusion 
that children's limited knowledge of the social world is due 
to their restricted or immature cognitive structures, the 
social transmission of information of that world should 
first be examined. 
2.4 CONTEXTS OF SOCIALISATION 
Adopting Vygotsky's theoretical perspective, Kaye (1984) 
perceives socialisation as a process that makes a human 
infant a member of the preexisting adult social system or, 
in other words, a society. Bronfenbrenner (1979) perceives 
the individual's entry into the social system or social 
environment as a reciprocal, two directional interaction. He 
also argues that the environment that is relevant to the 
developmental process is not limited to a single, immediate 
setting but is extended to include interconnections between 
such settings, as well as to external influences emerging 
from the larger surroundings. 
For Bronfenbrenner, the social environment in which a child 
lives consists of four structures, each embedded in the 
other. The first structure is the Imicrosysteml; this is the 
single immediate setting, such as the home or playgroup, 
where the child engages in activities, roles and 
interpersonal relations. Each setting usually has its own 
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physical and material characteristics. The second 
structure is the Imesosysteml, where there are 
interrelations between two or more settings in which the 
child actively participates. For a young child, the 
mesosystem may be the relation between home and nursery 
school. The third structure is the lexosystem'. This is a 
setting in which the child does not actively participate, 
but events occurring there affect the setting in which the 
child is participating, or vice versa. An example of an 
exosystem is the office or place where parents work. The 
child is not an active participant in this environment, but 
what happens in the office also affects the family. 
Finally, there is the Imacrosystem', which comprises the 
broad, institutional settings in the culture, such as the 
political, social, legal, educational and economic systems; 
these settings usually do not directly affect the 
individual. 
The following discussion will concentrate on the microsystem 
or the immediate setting that is thought to have a 
direct 
influence on the developing child. Three particular settings 
are examined: firstly, the family; secondly, the peer group; 
thirdly, the school. The media is not itself a microsystem, 
but represents aspects of many systems; it 
is an important 
element of modern societies, and will 
be discussed 
subsequently. 
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2.4.1 The Family 
The family is the first and probably the most important 
social institution encountered in the child's social life. 
In response to the newborn baby's helplessness, the mother 
adjusts her activities and routines around the baby's needs. 
According to Kaye (1984), adaptation between parent and 
child is organised by the parent. It is the parent as the 
caretaker who gives interpretation, meaning and direction to 
the child's reactions and behaviour. There are many ways in 
which the parent's behaviour can help structure the 
environment and thus also facilitate the child's 
socialisation process. 
Kaye (1984) mentioned different types of frames that parents 
can provide for their young children: 
(i) Nurturant frame, where parents give nourishment, 
comfort, and so forth, to the child; 
(ii) Protective frame, where parents keep the child safe, 
either from physical, social or emotional harm; 
(iii) Instrumental frame, where parents facilitate what the 
child is trying to do; 
(iv) Feedback frame, where parents respond to the child's 
actions, in the form of reward or punishment; 
(v) Modelling frame, where parents perform particular 
actions and encourage the child to do likewise; 
(vi) Discourse frame, where parents and the child engage in 
'conversation-like, interaction. 
As the child grows older, the modelling, feedback and 
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discourse frames play greater roles in the transmission of 
social and cultural values, rules and roles. 
Families occupy the main role in the socialisation process 
for at least two obvious reasons: first, parents and other 
members of the family are the closest people to the child. 
By looking after and playing with children, mothers 
especially have a great deal of access to them. The second 
reason is that because of this accessibility, family members 
form strong ties with each other. These ties facilitate the 
interaction process between family members and therefore the 
transmission of cultural and social values. 
It was said earlier that parents provide 'frames, to 
organise the environment in which the child is developing. 
This does not mean that the child is passively adapting to 
this given environment. Infant studies have shown that 
reciprocity or bidirectional interaction occurs between 
children and their carers. By smiling, crying, vocalising, 
and gazing, the neonate as well as the older infant 
influence the caretaker to behave in certain ways too 
(Hartup, 1978; Lock, 1980). The child's capacity for 
eliciting particular parental behaviour illustrates that the 
infant is 'preadapted for social interaction, (Schaffer, 
1984). Dunn (1988) observed that the social behaviour and 
affective experience of young children in the family reflect 
their understanding of the feeling and behaviour of other 
family members. At the same time, Dunn also suggested that 
emotion was deeply influenced by culture; therefore, there 
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are significant differences between cultures in the ways 
emotion is expressed. 
The frame that parents or family provide for the child has 
to be seen in relation to Vygotsky's (1978) idea of the zone 
of proximal development, discussed in the previous section. 
Piaget's refusal to recognise that knowledge can be 
transmitted from adults to children, thus denying the role 
that family may play in the child's cognitive development, 
is in sharp contrast to Vygotsky's belief that mind or ideas 
are transmitted from the more advanced to the less 
knowledgeable through language and its products. 
In the ZPD, while more experienced people play an important 
role in socialisation, this role is mixed with the 
children's efforts to learn and develop (Rogoff and Gardner, 
1984). Through this social guidance, children gradually 
internalise social knowledge (e. g. stereotypes) and cultural 
skills that are practised in their society, so that they can 
perform the skills independently. The child is like an 
'apprentice' (Rogoff, 1990); she is active in learning by 
observing and participating with more skilled adults and 
peers. Rogoff (1991) also suggests that, although adults 
seldom admit that they explicitly teach their young infants, 
they do however continually adjust their interaction and 
structure the children's environment and activities so as to 
provide support or scaffolding, (Wood, Bruner, and Ross, 
1976) for their learning and development. 
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It has also to be borne in mind that parents do not come 
'empty-handed' into the socialisation process of their 
children; parents are the product and at the same time they 
are also members of their particular society or culture. As 
Youniss (1992) has suggested, parents have beliefs about 
how children develop that are rooted in their culture and 
their routine actions and interactions with their children 
are directed to helping them become members of this culture 
In a culture where the left hand is not acceptable for 
interpersonal transactions, cited previously, parents 
inform, instruct, and give examples, to help their children 
learn which hand to use in social interaction, thus entering 
them into the specific culture in which they are embedded. 
However, instead of being seen as facilitating the child's 
development, the adult-child relationship is regarded by 
Piaget as not conducive for co-operation and mutual 
understanding, and thus for cognitive development, because 
it is founded on asymmetry and is characterised by 
unilateral authority or constraint (Youniss, ibid). However, 
studies on pretend play (e. g. Haight and Miller, 1991) have 
shown that relationships between children and adults can 
also be symmetrical and co-operative, and not just 
unilaterally authoritarian. 
Socialisation practices vary from one culture to another 
(Danziger, 1971) as well as within the same culture or 
society. Some factors that may underlie this variation are 
social class, age of the parents, parents' own experience as 
a child, gender and age of the child. Despite the 
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variations, the idea that families play a major role in the 
socialisation process of the child has been further 
substantiated by findings from different studies: in 
political socialisation (Renshon, 1977), in which party 
identification of parents and their children is highly 
associated; in the achievement motivation of grammar school 
and other children, which is significantly correlated with 
the achievement tendencies of the fathers (Argyle and 
Robinson, 1970). 
2.4.2 Peer group 
Compared with non-industrialised societies, the role of 
parents as socialising agents in the industrialised 
societies has been seen to be decreasing. According to 
Bronfenbrenner (1970), over time, American society seems to 
give less and less importance to the family in the 
socialisation process of their children. The consequence of 
this diminishing role of family is that the child spends 
more time outside the family home with other children. It 
can also be argued that children spend more time outside the 
family home, not because of the decreasing role of parents, 
but because more facilities can be found outside the family, 
that is, in other social institutions in the society. 
Extracurricular activities, clubs and other organisations 
are all available outside the family home, and for children 
living in very competitive societies, all these extra 
activities seem to have become a necessity. 
By spending more time outside the family, children are 
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consequently exposed to socialisation influences that come 
from institutions or agents outside the family circle, as 
for example from peers. The assertion that peers function 
as agents in the socialisation of children has been 
supported by evidence in the former Soviet Union, where it 
has been found that peer groups reinforce adult-approved 
patterns of behaviour (Bronfenbrenner, 1970). Besides 
reinforcing or dispensing punishments so as to maintain the 
group's approved conduct, peers also act as a social model 
for behaviour change or a pressure group to enforce their 
members to conform to the rules and norms adopted by the 
I 
group. This view of peer groups reflected the Soviet 
society's belief in the 'conditioning' mechanism of 
socialisation. 
As discussed previously, the child's relationship with the 
family is characterised by both vertical relations 
(parental authority) and symmetrical relations; on the other 
hand, peer interaction is marked by reciprocity and 
egalitarian expectations (Hartup, 1989). It is a 
relationship based on the equality of social power for both 
parties. Basic social knowledge and skills that emerge 
within the family are elaborated further in the child's 
interaction with other children. It is also within peer 
relationships that children develop co-operative and 
competitive behaviour; in other words, peer interactions can 
promote the development of social competence. 
Most developmental studies on the value of peer interaction 
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have traditionally focused on the socialisation of behaviour 
and personality (Forman and Cazden, 1985). The Piagetian 
and Vygotskian perspectives seem to share similar views of 
the role that peer interaction may play in children's 
cognitive development. However, cognitive developmental 
theory views peer collaboration mainly as a source for 
cognitive conflict leading to cognitive reorganisation, 
which enhances the development of logical reasoning. Thus, 
it is the child's self-generated actions and constructions 
which actually sustain cognitive development. According to 
Corsaro and Eder (1990), what cognitive developmental theory 
has neglected is that interpersonal relations between peers 
reflect the cultural systems of their environment and that 
children, through participation in interpersonal relations, 
become part of the cultural systems and in turn, reproduce 
these cultural patterns. 
Vygotsky, on the other hand, perceives peer interaction more 
in the context of the ZPD, whereby through peer tutoring or 
peer collaboration, the more experienced or knowledgeable 
peer functions as a scaffold' or 'vicarious consciousness, 
for the less advanced. Collaboration with more capable peers 
opens up possibilities for the child in the ZPD to 
participate in activities that are beyond her capabilities 
if they are performed without assistance. Thus, the child's 
entry into her culture is inducted by the more skilled 
members of the culture, either adults or same-age peers, 
through daily interactions and other social discourse. 
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2.4.3 The School 
The next stage in the socialisation process occurs when the 
child goes to school. As a social institution, schools 
reflect the culture of which they are a part. As well as 
developing the child's cognitive competence and other 
specific skills, the role of the school as the transmitter 
of social values is also inevitable (Shaver, 1979). 
Teachers, other members of school staff and fellow students 
all exert their influence on the process of transmitting and 
perpetuating the values of the society in which the school 
belongs. Like peers, schools contribute to the socialisation 
process by reinforcement and by the provision of models and 
tutors. 
Different levels of schooling (e. g. preschool, primary) also 
provide different social contexts for the child. As the 
child grows older, the school environment becomes more 
complex. The child's socialisation at home is influenced by, 
among other things, the family's ethnic origin and social 
class, and so too is her socialisation in the school. Hess 
(1970) observed that lower class children participate less 
than middle class children in organisations and curricular 
activities within the school and community. 
As a social institution that prepares the individual for 
future occupation, schools also function as agents for 
social mobility (Danziger, 1971). Schools provide an 
opportunity for the individual to acquire the necessary 
academic and social skills for a range of occupations that 
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can eventually advance the individual's social position in 
the society. In their study involving adolescent boys, 
average age 16 years, Hewstone, Jaspars and Lalljee (1982) 
found that public school boys and comprehensive school boys 
had different representations, in terms of prospects for 
future employment, of the schools they attended. Public 
school boys perceived their schools as providing training 
for future life and employment, whereas comprehensive school 
boys saw school as an opportunity to meet string pullers' 
(p. 247). 
Books are an integral part of schools. Textbooks are written 
for educational purposes, and they often reflect (at least 
in Indonesia) the prevailing values, norms and standards of 
the larger society. Hence, school readers function as a 
socialisation. agent in the transfer of knowledge, skills, 
values, and standards (see Section 2.4-4). 
2.4.4 The media 
The media play an important part in people's life today. 
Electronic media have long been recognised as effective 
instruments in influencing people's attitudes, opinions and 
behaviours. 
For example, radio has been extensively used for political 
propaganda in wartime (Martin, 1980). Significant changes in 
attitude towards a new product through radio commercials 
have also been reported by Osgood (1966). In a country like 
Indonesia, where the population is spread out in thousands 
60 
of (sometimes inaccessible) islands, radio has been used to 
disseminate information about methods of farming, health 
care, family planning, and so forth. 
Television has been associated with its socialising 
influence on children as well as adults. Studies on 
aggression have shown that exposure to aggressive models on 
television or videotape is related to increases in immediate 
and subsequent aggressive behaviour (Bandura, 1977; Parke & 
Slaby, 1983). Parke & Slaby (ibid) report that although all 
age groups are susceptible to the influence of television 
violence, younger children are more likely to imitate 
televised violence. An intervention study, (Sheppard, 1990) 
designed to assess the beliefs, attitudes and aggressive 
behaviour of child participants in the study, demonstrated 
that intervention (that is, viewing videos or films) 
resulted in an increase of the children's awareness of, or 
sensitivity, to television violence. Thus it is shown that 
for some people television viewing is not only related to 
the occurrence of negative behaviour, such as aggression, 
but positive attitudes can also be engendered. 
Studies about the effects of television viewing are not 
restricted to aggressive and violent behaviour, but are also 
concerned with sex role stereotyping. Analysing prime time 
television programmes which depict young characters (up to 
20 years old), Peirce (1989) found that boys' characters 
were depicted as participating in male activities, while 
girls participated in activities that were considered 
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, feminine'. Boys were associated with more 'male' traits, 
for example, being active, aggressive, rational and unhappy. 
The findings from Peirce's study support the conclusion from 
other studies (e. g. Miller & Reeves, 1986; Long & Simon, 
1974) about the stereotypical roles of male and female 
characters on television. Moreover, as children's viewing 
of these kinds of television programmes increases, the more 
likely they are to have stereotypic beliefs (Beuf, 1974). 
Although a direct causal effect of television viewing cannot 
easily be inferred from these studies, a correlation between 
watching television and certain behaviour patterns seems to 
have been established (Hawkins and Pingree, 1982). The age 
of the viewer and the duration of television viewing have 
also been assumed to have an effect on the viewer's 
susceptibility to television influence. Durkin (1985) is 
critical of the view that television does something to 
children; he argues that children are active viewers of 
television programmes, i. e. they interpret television 
information. 
The oldest form of the media is the printed word. Long 
before contemporary scholars in psychology, sociology,, 
anthropology or other fields put forward their ideas on the 
relationship between the printed word and the socialisation 
process, Aristotle in the "Poetics" had already stressed 
the importance of literature in the cultural, social and 
moral life of people (in Purves, 1973). For hundreds of 
years, books have been used for educational purposes. 
The 
teaching of social and moral behaviour of children in 
62 
England in the 16th century relied heavily on books, and 
books with highly moralistic values were very popular in 
middle class circles (Bingham and Scholt, 1980). 
The relationship between the content of books and society's 
ideals is examined by O'Dell (1978). Taking what used to be 
the Soviet Union as an example, she observed that 
literature, in this case children's books, were used 
explicitly and systematically as a medium of social control 
in the education of Soviet children. No naughty behaviour 
was ever allowed to go unpunished in the Soviet children's 
literature; while good behaviour was persistently shown as a 
source of joy and happiness through the approval of parents 
and peers. What O'Dell (1978) found in her study can be said 
to be a reflection of the country's faith in the educative 
role of books. 
Like the former Soviet authorities, the Chinese government 
during the Cultural Revolution also made use of children's 
popular literature to inculcate moral values (Blumenthal, 
1976). Moral training has always been part of the formal 
curriculum of children's education in the People's Republic 
of China. Like the Soviet Union, China during the Cultural 
Revolution was a highly goal-directed society. The goal of 
education for children at that time was to raise them to 
become successors of the revolution, and one effective way 
of achieving this goal was by presenting revolutionary 
figures as heroes in children's books, which they could 
emulate - 
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The examples from the former Soviet Union and the People's 
Republic of China are not intended to indicate that 
socialisation through literature only happens in Communist 
or Socialist countries. Western democratic society has also 
used literature as the medium for the socialisation of its 
citizens. The Child Study Association (1969) suggested that 
a book's emotional and intellectual impact on young readers 
had to be taken into account, and hence recommended that 
children's books should present positive ethical values. 
Weitzman et. al. (1977) examined prize-winning books for 
preschool children in America, particularly the way the 
books presented sex-roles. The findings showed that women 
were mostly invisible in those children's books examined. In 
the titles, as well as in the central roles, pictures and 
stories, women were usually under-represented. When they 
were present in the books, it was mostly in insignificant or 
inconspicuous roles where they were given a stereotyped 
image as passive, conforming followers. Weitzman et. al. 
argued that storybook characters reinforce traditional 
stereotyped sex-roles. 
In his cross cultural study involving more than twenty 
nations, McClelland (1961) analysed folk-tales and stories 
for children from the participating countries, to examine 
the association between the achievement motivation as 
expressed in the children's literature and the rate of 
economic development. McClelland's conclusion was that 
greater concern for achievement was related to a more rapid 
rate of economic developmentq not only in Western, free- 
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enterprise societies but also for communist countries and 
traditional societies. 
Why did McClelland choose children's literature, in this 
case folk tales and stories, as his object of analysis? 
Several advantages of analysing children's stories have been 
put forward by McClelland (1961), among others. Firstly, 
they have existed in more or less standard forms in school 
books used by primary school children in many countries. 
Secondly, stories are sometimes fantastic and sometimes 
realistic, but they provide something interesting and 
instructive for the child to read; moreover, stories are 
"projective and tend to reflect the motives and values of 
the culture" (p. 71). Thirdly, stories represent 'popular 
culture,, i. e. appropriate for children from all walks of 
life to read, and children's stories are more direct in 
their message than other forms of literature. 
Books and stories have not only been used to inculcate moral 
and gender-stereotyped behaviour, or to draw inferences 
about achievement motives, but they have also been utilised 
for literacy teaching purposes. O'Connor (1989) suggested 
that parents and teachers extensively used books about fairy 
tales to help young children to learn to read. 
So far, the discussion of children's books and stories has 
pointed out the multiple functions of this literature in 
children's socialisation. They have been used to inculcate 
different social values by countries with different social 
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and political systems but which share a similar belief in 
the socialising influence of books. This thesis takes the 
view that books and stories are potentially powerful 
socialisation agents for young children, as they are 
available for most children and, to a great extent, the 
transmission of ideas or knowledge in school relies on 
books. 
The present study is concerned with the examination of fairy 
tales and reading books as potential sources of economic 
information for children; a more extended discussion of 
fairy tales will be presented in Chapter 4. 
2.5 SUMMARY and CONCLUSIONS 
This chapter has discussed how children are socialised. The 
controversy of nature and nurture as a source of development 
remains unresolved (Lerner, 1976); although an alternative 
conceptualisation of development has been offered, i. e. an 
interactionist position, nevertheless the tendency to 
emphasise one (nature) or the other (nurture) is still 
apparent. Cognitive developmental theorists have been 
criticised for stressing the individual's activity and 
biological maturation, and forsaking the environmental 
context of development. On the other hand, Vygotsky's 
sociohistorical approach has also been said to emphasise the 
social context, but neglects the individual's role in her 
own development. However, as Vygotsky has asserted, 
functions exist on the linter-mental, or social level before 
they exist on the lintra-mentall or cognitive level. Through C. J, -- 
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interaction with the mother and other people, the child 
internalises the social gestures, social objects and so on 
from the social environment and becomes able to grasp and 
understand them. Thus, the child starts to share the 
culture's distinctive perception of the social world when 
she interacts, physically or verbally, with other members of 
the society. 
Although the family is the primary socialisation agent when 
the child is still very young, as the child grows older, 
socialising institutions outside the family begin to play 
increasingly important roles in the individual's life. With 
the advance in media development, it can be suggested that 
the more advanced the society, the more pervasive the 
influence of the media, either in printed or electronic 
forms. The next chapter presents a literature review on one 
type of children's socialisation, that is, socialisation 
into the economic world. 
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CHAPTER 
LITERATURE REVIEW ON ECONOMIC SOCIALISATION 
3.1 INTRODUCTION 
Traditionally, the economic world is regarded the privilege 
and concern of adults. Although children live in the same 
environment as adults, they are nevertheless seen as non 
participating members in economic life. Very little 
knowledge or understanding of economic and commercial 
matters is accredited to children. Yet, as market research 
by a commercial company in Britain (Walls, 1983) discovered, 
in reality children were active participants in and 
important contributors to the economic machinery; in 1982, 
British children spent almost 640 million on pocket money 
alone and more than 780 million when other earnings were 
included. 
However, substantial changes have occurred in the last 
decade or so. The realisation that children are not 
uninvolved participants in the economic world, has been 
demonstrated by the growing interest among researchers in 
the study of how children develop their understanding of 
economic phenomena or reality. Studies by Danziger (1958) 
and Strauss (1952; 1954) are examples of this phenomenon. 
The literature on children's economic socialisation has 
involved a number of different but interrelated concepts or 
notions. For example, in his study of children's earliest 
conceptions of economic relationships, Danziger (1958) 
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included three issues for investigation, namely, the uses of 
money, the meanings of 'rich and poor', and the position of 
the boss at work. Another study by Burris (1983) covered six 
different but related issues, such as commodity, value, and 
exchange. Despite the diversity of economic notions being 
studied, research on children's economic socialisation has 
generally focused on four broad areas of economic phenomena. 
The first concerns economic systems, institutions or 
activities, such as money and other monetary related 
notions, for example, profit, interest, exchange and work. 
The second involves ownership or possession of property or 
material goods that could be bought and sold. The third 
area, where empirical studies have focused, is concerned 
with children's understanding of unequal distribution of 
wealth, generally labelled as the study of economic 
inequality'. Finally, work has been done on the notion of 
economic production, that is, how goods or services (for 
example, a bus service) were produced, and the factories or 
farms that produced them. 
3.2 ECONOMIC SYSTEM, INSTITUTION AND ACTIVITY 
3.2.1 Money, profit and the commercial activity 
Studies on children's understanding of money have usually 
concentrated on their knowledge of its use in buying' and 
selling, or with the source of money (i. e. where it comes 
from). However,, the relationship between the individual and 
money is not simply a connection between the person and the 
commodity, but it is a relationship which further relates to 
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other people and the economy in general (Stacey, 1982). 
Several characteristics of money have been mentioned by 
Stacey (1982), for example, that money: (a) is a commodity 
which is readily exchangeable; (b) it possesses a specific 
utility because it facilitates exchange; (c) puts the 
possessors into relationship with other commodities and 
people that they could not enter on the basis of personal 
characteristics alone; (d) it is a widely desired object of 
possession; (e) and that it can yield power and status. 
Interviews and questionnaires have been extensively used in 
studies of children's understanding of money (e. g. Berti and 
Bombi, 1988; Danziger, 1958; Furth, et. al., 1976; Marshall 
and Magruder, 1960; Schug and Birkey, 1985; Shields and 
Duveen, 1983; Strauss, 1952; Sutton, 1962; of exchange and 
income (Burris, 1983), and of salaries and inflation 
(Leiser, 1983). Role play has been used in the study of 
money (Berti and Bombi, 1981); of profit (Jahoda, 1979), 
while picture arrangement tasks have also been used (Tan and 
Stacey, 1981). 
Most of the studies concerning children's conceptions of 
money have been conducted within the framework of cognitive 
developmental or Piagetian theory, and the results 
predictably show a similar stage-like developmental trend 
(e. g. Berti and Bombi, 1988; Burris, 1983; Danziger, 1958; 
Furth et-al., 1976; Strauss, 1952; Tan and Stacey, 1981). 
With increasing age there is a shift towards more complex 
and differentiated levels of conceptualisation. Although 
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the number of developmental stages proposed has varied from 
one study to another, the age range in which children 
acquire the concepts is reported to be similar in most of 
these studies. 
Strauss (1952,1954) found seven general developmental 
stages in his subjects' (aged 4.6 to 11 years) 
understanding about money. Below 4.6 years, which Strauss 
called 'prior to rules', children are not aware of the 
function of money in buying. From stage 1 (around 5.8 
years) - where children begin to recognise that coins have 
different values and they understand in an undifferentiated 
way that money and buying are connected - the development of 
children's monetary concepts progresses to the last stage 
(stage 7, median age 11.2 years) in which full knowledge of 
the 'profit-making motive' of storekeepers develops. 
Cheating to make more money is admitted and understood by 
the oldest subjects. Working with younger children (5 to 8 
years), Danziger (1958) suggested two stages, i. e. 
categorical, in which children thought of payment or money 
exchange as ritual, and reciprocal, where children perceived 
the buying and selling as a series or cycle of actions, and 
understood that money was the medium of exchange in this 
transaction. 
Danziger's (1958) suggestion about the ritual role of 
payment is supported by Furth (1979) and Jahoda (1979). 
Taking a constructivist approach and using a free interview 
techniqueý Furth. et al. (1976) and Furth (1979) found that 
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the youngest subjects (5 -6 years) observed the function of 
money but without any comprehension that the exchange of 
money involved any purposes other than ritual. Children at 
this age confuse buying and selling, and think that the more 
people buy the more change or money they get. Thus, a shop 
is seen not only as a place to get food or other goods, but 
also to get money. Children at this age do not regard 
selling as a job, which probably explains why the notion 
that the shopkeeper has to be paid does not occur to them. 
The next stage in the understanding of the shop's business 
is shown by the time children reach 7-8 years old; because 
they already understand numbers, they grasp the function of 
change, and do not see the shop as a source of money. 
However, although they realise that shops have to pay for 
the goods (Jahoda, 1979), they are still unclear as to what 
happens to the money paid to the shopkeeper; 'playful' 
images (Furth, 1978) are used as explanations, as for 
example, the money paid to the till is donated to some 
charity, or poor people, and so forth. The idea that people 
who sell goods (shopkeepers) actually have a job for which 
they get paid, has emerged. Children seem to think that the 
price shops pay for the goods they receive is the same as 
the price they charge the consumer. Therefore, the money to 
pay the sales staff has to be found from another external 
source, for example, from the bank. 
By the age of 9 to 11, children grasp the idea that selling 
and buying are related. They also begin to understand the 
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difference between the buying and selling prices, but the 
idea that profit from the sale of goods also pays the 
shopkeeper's salary is still beyond their understanding. 
Working with a group of Scottish working class children, 
aged between 6 and 12, Jahoda (1979) reported three 
Iquasil stages in the development of understanding of the 
exchange system, i. e. no understanding of the system, two 
unconnected systems, and two integrated systems. Children 
in his study grasped the notion of profit only after the age 
of 11. However, different rates in the development of the 
understanding of profit have been reported in studies with 
non-Western children. Cognitive contrasts (i. e. asking 
questions which contrast one thing with another) and 
cognitive conflict were used by Ng (1983) in his study with 
Hong Kong children. A similar developmental progression was 
exhibited by the Hong Kong sample; however, compared with 
the Scottish children in Jahoda's (1979) study, the Hong 
Kong children reached the full understanding of shop profit 
at a younger age. Earlier understanding of the concept of 
profit in small trade was also shown by children in Harare 
(Jahoda, 1983). Both authors related their findings to the 
socio-cultural context of the concepts being developed: 
personal involvement and greater exposure to the relevant 
experience for the African children (Jahoda, 1983), and the 
high level of economic and consumer activities, and the 
business ethos in Hong Kong society in general (Ng,, 1983). 
Furnham and Thomas (1984) investigated the factors that 
could enhance or hinder children's development of economic 
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concepts. They suggested that pocket money played an 
important part in children's socialisation in monetary and 
economic matters. As children got older they also had or 
received more money, and became more involved in economic 
transactions. Another study by Marshall and Magruder (1960) 
explored the possibility that parents' specific money 
education practices influenced children's knowledge and use 
of money. Their data seemed to confirm this assumption; 
children's knowledge of money and its use was directly 
related to the extensiveness of their experience of money. 
The findings from the last two studies supported what Jahoda 
(1983) and Ng (1983) had noted, that is, children's monetary 
understandings is substantially influenced by direct 
experience and exposure to an environment that is rich in 
the relevant information and by the social milieu in 
general. 
3.2.2 The bank 
For young children, the bank as an economic institution is 
probably further removed from their direct experience than 
the shop. For instance, in Indonesia banks are mostly the 
domain of adults and especially males; although fathers 
often go shopping and take their children with them, they 
seldom take their children into the bank. Children may hear 
and appear to be familiar with the word 'bank,, but what 
goes on inside the bank and the complexity of its operations 
as an economic system is probably unknown to them. 
Jahoda (1981) suggested that a clear understanding of the 
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concept of profit (which in his sample occurs around the age 
of 11 years) was a necessary but not sufficient condition 
to understand the complexity of the operation of a bank. 
Because of this assumption, Jahoda only interviewed older 
children, age 11 to 16 years. Six 'quasi' stages in the 
understanding of bank interest were proposed, whereby from 
the absence of knowledge of interest, the young adolescents 
moved to an understanding of interest for both loans and 
deposits,, until finally they reached the notions that more 
interest was paid for the loans than for the deposits. An 
interesting finding was that social class differences were 
manifested, in which more middle class children grasped the 
understanding about a bank's profit; these differences were 
most marked at younger ages but began to disappear in the 
older age groups. Jahoda (1981) accounted for the social 
class differences by suggesting that middle class children 
were provided with a richer information environment, as far 
as economic institutions were concerned. 
A replication study with Dutch children (Jahoda and 
Woerdenbagch, 1982) demonstrated a similar progression, 
although Dutch children showed greater spontaneous awareness 
of borrowing and associated interest payments. Employing 
cognitive contrasts and conflicts, Ng (1983,1985) found 
similar developmental stages in the understanding of bank 
interest and profit in 6 to 13 year old boys from Hong Kong 
and New Zealand. The difference found with the Hong Kong 
sample was that the rate of progression of the Hong Kong 
children was faster than either the New Zealand sample 
(Ng, 
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1985) or the Scottish sample (Jahoda, 1981). Ng attributed 
this to the pervasiveness of business life in Hong Kong. 
Shields and Duveen (1984) investigated the understanding of 
banks by very young children's (3 to 6 years old). From the 
interviews they concluded that children at this age have 
already developed some general, concrete understanding of 
the functioning of banks. 
The developmental trend of children's understanding of the 
bank, summarised from Jahoda's (1981,1984), Shields and 
Duveen's (1984), and Ng's (1983) studies, is as follows: 
At the age of 3-6 years, children are aware that banks are 
the source of money. They also begin to realise that the 
money available to an individual is not unlimited, because 
other people also need money. Most children at this age 
believe that only adults can withdraw money from the bank 
(Shields and Duveen, 1984). 
At about 6-9 years of age, children usually mention the bank 
as a place to put or keep money. They either have no 
understanding of the concept of interest (i. e. people always 
get back or pay back exactly the same amount) or they have 
the notion that interest is paid to deposits only. They 
mostly do not know about the source of the bank's income. 
Most children have no conception of what the bank does to 
the deposited money, or they have an idea that the bank just 
locks the money away for safe keeping or spend it to buy 
goods (Ng, 1983). 
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Some 10 - 12 year old children still have no understanding 
of the concept of interest. Others have developed some 
notions of it, but it is restricted to the understanding 
that: 
(1) interest is paid on either deposits or loans only, or 
interest is paid both on deposits and loans, but the 
interest on deposits is higher, or 
(3) the same amount of interest is paid on deposits and 
loans (Jahoda, 1981,1984; Ng, 1983). 
Children of 13 years and older have the notion that interest 
is paid more for loans than for deposits, but there is still 
no integrated understanding of the banking system. They 
cannot give an adequate explanation on how the bank obtains 
the money to pay the interest. Only at a later age do the 
subjects understand that money from the interest on loans is 
used to pay the interest on deposits and also to create 
profit for the bank itself (Jahoda, 1981,1984). 
3.2.3 Work 
Although most children (that is, in the developed and 
industrialised countries) are not involved in the mainstream 
of the world of work, they have generally taken the notion 
of 'work' for granted from an early age. Asked where daddy 
has gone in the morning, a young child usually answers "to 
work,. With increasing age, children not only see and hear 
about work, but most of them become more involved with work 
and experience it first-hand through doing some sort of 
house chores or part time jobs. Many children in developing 
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countries experience work as labour or paid jobs, 
money to support household income. 
to earn 
Several studies examining children's understanding of work, 
have focused on the notion of work and its related issues, 
such as the difference between work and play, the notion of 
, boss', and payment, wage or salary (Berti and Bombi, 1988; 
Burris, 1983; Danziger, 1958; Goldstein and Oldham, 1979; 
Jahoda, 1979; Shields and Duveen, 1984). Again, interviews 
seemed to be the favoured technique in these studies, with 
the exception of Jahoda (1979), who combined free 
interviews and a 'funny story' technique, and Shields and 
Duveen (1984) who included photographs and selection tasks. 
While Goldstein and Oldham (1979) and Shields and Duveen 
(1984) stressed the role of cultural transmission of shared 
social meanings, the other researchers adopted a Piagetian 
theoretical framework. The developmental trend in the 
understanding of the notion of work can be outlined as 
follows: 
At the preschool level (4-5 years), the concept of a job in 
its economic sense is not yet understood. A 'job' is simply 
something that someone does. For this reason, younger 
children usually think that they have a job, that is, 
playing. They also do not associate money with work, but 
with shops and banks. Hence, working is not perceived as 
being motivated by the wish to earn money, but by some sense 
of duty or obligation, or by the satisfaction the work gives 
to the person (Burris, 1983). 
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For the 6-8 year olds, the idea that one works for money has 
emerged. Money is understood as the primary motivation for 
work. Thus, money is also associated with wealth; people who 
work harder or longer get more money and become richer. 
Children separate work from other activities; work is a 
productive activity which entails responsibility and 
obligation, while play is an autonomous, self directed and 
unpaid activity. They realise that their own 'job' is mostly 
concerned with their schoolwork or household chores. 
Children's awareness of the various kinds of working 
activities available in their society are still limited to 
more familiar jobs in their immediate environment. Besides 
payment by customers for services or goods, children also 
recognise payment by the boss, thus establishing the idea of 
employer-employee relationships. The role of the boss is to 
give helpful instruction, like the teacher (Berti and Bombi, 
1988; Burris, 1983; Danziger, 1958). 
At 9 and 11 years of age, children begin to understand that 
it is not the intensity or the length of working hours that 
determine earning, but the importance of the job. The more 
important and functional the work, the more money is paid. 
The boss is perceived as being in a coercive supervisory 
role, to get things done, and as being different from the 
'owner' (Berti and Bombi, 1988; Burris, 1983). 
A more complete and articulate image of economic relations 
is expressed by 11 year olds. The knowledge has emerged that 
people get paid more money because their job requires more 
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education, training or skill. Children also begin to 
associate non-working with negative characteristics 
(Burris, 1983; Webley and Wrigley, 1983). 
Even though 4-5 year old children are described as not yet 
having the capacity to associate money with work, the work 
of Shields and Duveen (1984) provided a different 
perspective on this matter. Their findings showed that from 
at least the age of 3 years, the majority of children 
recognised that shopworkers and factory workers were paid. 
Moreover, even by the age of 3.6 years, their subjects 
showed the realisation that not all activities were paid the 
same. Thus, the root of the notion of income differentiation 
already emerges from an early age. Correct understanding of 
the relative differences between salaries seemed to appear 
only around 8 years old (Emler and Dickinson, 1985; Siegal, 
1981) - 
3.3 ECONOMIC POSSESSION 
Material possessions play an important role in contemporary 
society; they are one of the yardsticks by which status and 
power are measured (Burris, 1983) and they also 
function as 
symbols of personal identity (Dittmar, 1990). 
An infant's early exploratory and manipulative behaviour 
with objects is thought to be the starting point 
for the 
socialisation of property concepts 
(Loewenthal, 1976). For 
very young children, physical proximity 
to objects is 
believed to be the basis for inferring ownership 
(Miller 
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and Johnson-Laird, 1976). To use an object, the child has 
also to be physically close to it. Therefore, a close 
interrelation exists between notions of spatial proximity, 
use of an object and possession. 
The origins and early development of possessive behaviour 
were examined by Furby (1980) as part of a more 
comprehensive study of possession. She found that the 
possessive element of behaviour had already emerged in early 
childhood. One possible explanation for this early 
development was language. Children understood and expressed 
possessive relations very early in their language 
development. The child's increased mobility also caused more 
explorative and manipulative behaviour, which often lead to 
damage of property and conflict with other siblings or peers 
over 'Possession' of toys and other objects. As a 
consequence, parents and other adults intervened by 
informing and training the child about what was allowed and 
could be touched or used, and what was forbidden. Thus, from 
an early age children learned the distinction between their 
possessions and other people's property. They also learned 
rules governing the use of personal possessions, such as 
with whom they had to share their possessions, when and for 
what reasons. Children were taught values and attitudes 
about possessions and property in their society through' 
conversation, stories and fables (Furby, 1978b). 
To examine the socialisation of possession and its cross- 
cultural variability among different societies, Furby (1976, 
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1978a, 1978b, 1978c 1980) conducted a series of studies 
involving 270 American, Israeli kibbutz and Israeli city 
children, from kindergarten to eleventh grade level (between 
5 to 17 years) and adult subjects. Structured interviews 
were used in these studies, which were framed in the 
tradition of Piagetian theory. Even though her data showed 
the complexity of possession, Furby (1980) suggested that 
the meaning of, and the motivation for, possession were 
closely related to a sense of personal control or 
competence,, and to one's sense of self. According to Furby, 
one of the most salient features of possession and property 
in the Western world is the right to control the use of an 
object. Concerning one's self-concept, possessions could be 
regarded as an extension of the individual. The results of 
Furby's (1976,1978a, 1978b, 1979,1980) investigation can 
be summarised as follows: 
In terms of the meaning and the motivation for personal 
possessions, younger children (kindergarten, average age 6.1 
years) mention the simple use, contact and custodianship 
(having or keeping) of an object as the main characteristics 
of possession. For children of this age group, the 
acquisition process is the main reason they own an object, 
i. e. other people have bought or given the objects to them. 
For the 7-8 year olds, possessions make possible some 
activity, enjoyment or convenience for the owner. Children 
seem to perceive possessions as means to an end, that is, 
they allow the owner to do what they want. Although 
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possession is still acquired in a passive way, children do 
not seem to have any doubt about their ability to possess 
things independently from parents. Objects or possessions 
have positive affects for the individual, they possess 
something because they like it. The owner's need for the 
objects is also mentioned frequently by subjects in this age 
group. 
Possession is described by 10 - 11 year olds in terms of the 
responsibility the owner has for caring for the thing they 
own. To own something also means to have a positive 
affection for it. Children in this age group also mention 
the need for an object as a reason to possess things. They 
begin actively to acquire objects, which means that they 
have to expend effort or spend money to get them. As a 
result, possession and the rights to use objects are seen as 
more complete. As parents are still the source of most of 
their possessions, the pre-adolescent children often feel 
they do not own anything at all. 
For high school subjects (16+) and adults, the meaning and 
the reasons for having personal possessions are associated 
with pride, social power and status, security and as an 
extension of the self. 
Cross cultural comparisons between American, Israeli kibbutz 
and non-kibbutz groups demonstrated that both Israeli 
kibbutz and non-kibbutz subjects more frequently mentioned 
the right to control the use of objects, and that the non- 
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kibbutz group made more reference to preventing damage. The 
emphasis by the kibbutz group for the right to control the 
use of objects was surprising, considering that kibbutz life 
stressed collective production, collective property and 
collective consumption (Furby, 1976). Furby's argument was 
that the differences found between the American and the two 
Israeli groups were more differences between American and 
Israeli subjects, rather than differences between kibbutzim 
and the other groups (American and non-kibbutzim). 
Children's conception of property rights was indirectly 
examined by Burris (1983) through a study of their 
understanding of the concept of stealing. Her results 
suggested a stage-like pattern of development, whereby the 
child's understanding of property rights progressed from 
reasoning based on externally imposed moral necessity, to an 
empathic understanding of the needs and desires of others, 
and finally to the notion of property rights as relating to 
the rational system of economic production and exchange. 
3.4 ECONOMIC INEQUALITY 
In their daily lives, children often encounter the reality 
of social and economic differences. By the time they are 5-6 
years old (McWhirter and Gamble, 1982), they have already 
begun to understand that people are categorised into 
different groups, such as female or male, Protestant or 
Catholic and certain ethnic or racial groups. The different 
social groups that children come to recognise are not merely 
restricted to sex, race, or religious groups, but also to 
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differences in wealth and ownership of property. Although 
patterns of inequality may be different cross-nationally, 
inequality exists in every aspect of people's life (Stacey, 
1982). Studies examining children's conceptions and beliefs 
in economic and social inequality have been carried out by 
Baldus and Tribe (1978), Berti and Bombi (1988), Burgard, 
et-al., (1989), Danziger (1958), Emler and Dickinson (1985), 
Furby (1979), Leahy (1981,1983), and Siegal (1981). 
Children's conceptions of social class were examined by 
Coles (1977), Connell (1977), Jahoda (1959), Mookherjee and 
Hogan (1981), and Tudor (1971). Interview methods or 
questionnaires have been employed in most of these studies, 
with the exceptions of Jahoda (1959), Mookherjee and Hogan 
(1981), and Tudor (1971) who all used picture tests. 
Photographs of people, houses and cars were also used by 
Baldus and Tribe (1978) as an additional measure in their 
investigation. 
An extensive study concerning the development of the 
conception of economic inequality was conducted by Leahy 
(1981,1983) in which black and white American subjects from 
5 to 18 years of age (divided into 4 age groups, i. e. 6,10, 
14 and 17) and from four social classes, were individually 
interviewed (with the exception of some subjects, who were 
given questionnaires). 
Leahy (1981) interpreted his findings in terms of cognitive 
developmental progression, and related them to theories of 
social class (functionalist or conflict theory). He 
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suggested three categories of characteristics which children 
used for the description, explanation and justification of 
the rich and poor, namely: peripheral (i. e. the external 
and observable qualities of individuals, such as 
possessions, appearances and behaviour), psychological or 
central (i. e. inferred internal states of individuals, as 
for example, motivations, traits, feelings and thoughts) 
and sociocentric (life chances or opportunities for 
education, employment, and class consciousness). Younger 
children in his study refer red more to peripheral 
characteristics in their descriptions of rich and poor 
people, while older or adolescent subjects emphasised the 
central and sociocentric descriptions. 
With increasing age, there was also an increasing tendency 
for children to perceive rich and poor people not only as 
being different in terms of external, observable 
characteristics, for example, in their clothes, but also as 
being different kinds of people. While younger children used 
more equality norms (i. e. equal share or distribution for 
everybody) in their justification of economic inequality, 
with increasing age there was an increase in equity 
justifications for wealth and poverty; thus, older children 
believed that a person's share of the distribution was 
determined by their contribution, so much so that superior 
performance deserved greater reward. 
The increased use of sociocentric concepts (life chances and 
social consciousness), in adolescents was interpreted by 
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Leahy (1990) as supporting the cognitive developmental trend 
that he uniformly emphasised in his discussion, although 
several race and social class background effects were 
discovered in his analyses. For example, compared to the 
white subjects, the blacks were more likely to explain 
wealth by saying that people became rich because of 
inheritance or because they violated the law. The white 
subjects, on the other hand, were more likely to attribute 
poverty to bad luck. The black subjects were less fatalistic 
about wealth, but the white middle-class and upper-middle- 
class subjects were found to be more resistant than others 
to the idea that social or individual mobility can occur. In 
other words, compared with lower-class and black subjects, 
they gave greater legitimacy to economic inequality. Lower- 
class adolescents, on the other hand, were more likely to 
claim that rich people would resist social change. At the 
same time, lower-class and working-class subjects were more 
likely than upper-middle-class subjects to describe the rich 
by their life chances and the poor people by their thought, 
while upper-middle-class subjects were more likely to 
mention the traits of the poor. Compared with other groups, 
upper-middle class children were also more likely to explain 
poverty by reference to equity. Leahy (1981,1983) adopted 
the dialectical theory in his discussion, and the race and 
class differences mentioned above seemed to support that 
theory's suggestion that races and classes differ in their 
explanations of inequality. These findings have implications 
for the cognitive developmental perspective, as they show 
that social factors have a more important role in the 
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development of economic understanding than the cognitive 
developmental theorists would like to believe. 
Leahy's (1981,1983) findings that younger children 
emphasised peripheral characterisations of rich and poor, 
are also supported by the results in Berti and Bombi's 
(1988) study. Using a sample of children from a working 
class background and dividing the subjects into 4 age 
groups (4-5,6-7,8-9 and 10-11 years), they discovered a 
developmental trend from infantile thinking - where 
children can only focus on a single characteristic of events 
- to a growing capacity for decentration. Younger subjects 
associated wealth or income with work (Danziger, 1958; 
Goldstein and Oldham, 1979; Leahy, 1981,1983) and, as 
Danziger (1958) reported, accounted for the origins of 
wealth with fantastic ideas like digging up gold or robbing 
a bank. Older subjects in Berti and Bombils (ibid) study 
however, began to realise that work was not a sufficient 
condition to make people rich. Asserting that younger 
children's conception of rich and poor was determined by 
their infantile or inadequate cognitive abilities, Berti and 
Bombi (ibid) concluded that with young children different 
social class did not in any way cause important differences 
in their notions of rich and poor. The authors' conclusion 
need, of course, to be seen in light of their position as 
adherents of cognitive developmental theory,, which does not 
put much importance to social factors. 
On the other hand, taking a social representation 
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perspective, Emler and Dickinson (1985) suggested that 
differences in social class background did influence 
children's representation of social inequality. The theory 
proposes that ideas, thoughts, images and knowledge are 
socially created and shared by individuals through 
communication and co-operation (Moscovici, 1984) and the 
individuals' group memberships and positions in society will 
create significant variations in their beliefs. Two roles of 
social representations, suggested by Moscovici, are: 
firstly, they conventionali se objects, persons and events 
that people encounter, and secondly, they are prescriptive, 
that is, they prescribe what people will think and perceive. 
Emler and Dickinson (1985) argued that parental occupation 
(a cipher for social class) was not sufficient to produce 
different resultsý if the children went to the same school. 
The sample in their study consisted of English children, 
aged 7 to 12 years, from different social classes (which the 
authors defined in terms of the type of schools they 
attended). The findings partly supported their expectations; 
the majority of subjects from both social classes believed 
that income inequality was justified, although the middle- 
class children perceived this inequality as considerably 
greater than the working-class group. Their conclusion was 
that social representations of economic inequalities were 
more detailed, extensive and salient in the middle-class 
and, therefore, middle-class children (in other words, 
public school children) took over these representations more 
rapidly and thoroughly. 
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Emler and Dickinson's (1985) claim that social 
representations were more dominant than developmental 
factors has been challenged by Burgard et. al. (1989), who 
replicated their study but used a sample of children from a 
different cultural background (German children), and found 
different results. Burgard et. alls. findings displayed only 
an age progression and no social class differentiation. 
Acknowledging that the different findings may have been due 
to the absence of social class difference in the German 
society, Burgard et-al. (1989) cautioned that both social 
representation and cognitive developmental factors had to be 
taken into account, and suggested that modes of transmission 
of representations had also to be studied in more detail. 
The suggestion by the authors (ibid) that German society was 
more equally stratified, naturally needs independent 
confirmation; the fact that social class difference was not 
found in the study could be due to other factors, such as 
for instance, bias in the selection of the samples. 
The notion that inequality is fated was not only 
demonstrated by subjects in Leahy's (1981,1983) study, but 
was also stressed by Cummings and Taebel (1978). From a neo- 
Marxist perspective, they argued that in a capitalist 
economy, inequality was natural and inevitable. American 
school children learned models of the social world that 
legitimatised the general social inequality and thus 
contributed to the continuation of the current economic 
system. In other words, social inequality in American 
society was perpetuated through economic socialisation in 
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school. Cummings and Taebells study is different from the 
other studies discussed so far, in that topics covered in 
their study are associated with 'politics', such as trade 
unions, private property and state intervention. The 
subjects involved in this study were also slightly older 
(third, sixth, ninth and twelfth grades, or about 9,12,15, 
and 18 years old), from unspecified social backgrounds. The 
findings of this study suggest that school is a potentially 
powerful socialising agent, as far as economic reality is 
concerned. 
The tendency to explain wealth and poverty in terms of 
individualistic explanations was found by Furnham (1982) in 
his middle-class, public school, adolescent subjects. On the 
other hand, the working-class, comprehensive school boys 
leaned more on 'societal' or structural types of explanation 
for social inequality. Furnham's conclusion was that, in 
general, public school boys tended to blame the poor for 
their condition. Siegal's (1981) study seemed to support 
this finding; older children in his investigation (aged 12- 
13 years) believed that inequality was fair, because effort 
and ability should be rewarded, regardless of the need of 
the individual. 
The findings from Baldus and Tribe (1978),, Jahoda (1959"), 
and Tudor (1971) also showed that by the age of 7-8 years, 
children had already developed an awareness of and 
stereotypic response to social class differences. By the age 
of 12, they have already learned to recognise and classify 
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people and their environment in a context of social 
inequality. They had also developed certain predispositions, 
which lead them to think and expect that lower-class people 
were more likely to behave in a socially unacceptable way or 
to be unsuccessful in life. Tudor (1971) examined social 
class awareness through three dimensions, namely, cognitive, 
behavioural and evaluative. In the cognitive dimension, 
recognition of social class differences was performed 
through matching the different class figures' (e. g. middle 
and working class) with different material possessions (e. g. 
houses and cars). Recognition of the behaviour of the 'class 
figures' (e. g. whether they went to college) constituted the 
behavioural component, and in the evaluative dimension, the 
class figures were assessed according to either positive or 
negative characteristics. 
The findings showed that girls and older children were 
better at the cognitive dimension, whereas in the 
behavioural task, middle-class and high-IQ children were 
most aware of behavioural differences between figures. 
Replicating Tudor's (ibid) study, Mookherjee and Hogan 
(1981) also found that parental education and occupation 
level had a positive relation with the children's class 
awareness; the higher the parents' educational attainment 
and occupation level, the more aware of class differences 
were the children. 
From this discussion, it could be suggested that stereotypes 
about social class differences but especially negative 
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stereotypes about poor people, develop at an early age and 
are stronger in middle class groups. 
3.5 ECONOMIC PRODUCTION 
Studies on economic production have concentrated on three 
sub-areas, namely: the commodity and how it gets its value, 
the production of this commodity, and the owners of the 
means of production (Berti and Bombi, 1988; Burris, 1982, 
1983). Only a brief review for each sub-area is given in 
this section. 
3.5.1 Commodity and its value 
A commodity is an object that may be sold, bought or 
exchanged in the marketplace, with the consequence that it 
can be possessed or owned by an individual or a group of 
people (Burris, 1982; 1983). It is the exchangeable quality 
of a commodity that gives it its commercial value. Moreover, 
this commercial importance becomes the determining factor 
for the commodity's production and circulation within a 
market economy. 
Commodities are one of the basic economic issues that Burris 
(1982,1983) investigated. Preschool children (aged 4-5), 
second graders (7-8 years), and fifth grade children (aged 
10- 12) were asked to name some things which could be bought 
and sold. Afterwards, a number of objects were presented to 
them and they had to categorise the objects in terms of 
their saleability. If they said that some objects could not 
be bought or sold, then they were asked to explain the 
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reason for the answer. The results of the study showed that 
younger children had a very restricted notion of what 
constituted a commodity. 
The 4-5 year old age group defined commodity status entirely 
in terms of the object's physical characteristics, 
especially its size and mobility. Large or immobile objects 
were not usually recognised as being commodities which 
could be bought or sold. For example, a cow was not 
considered to be a commodity simply because it was too big 
to be put in a car. The value of an object was also seen as 
being proportional to its size; thus, a diamond was seen as 
not being worth much because it was small (see also Berti 
and Bombi, 1988). 
By the age of 7 or 8 years, children began to comprehend 
that buying and selling were more than just physical acts. 
Explanations of whether an object could be sold and bought 
were now given more in terms of social norms and criteria, 
rather than the physical attributes of the object alone. So, 
for example, a baby could not be bought because it was 
against the law. The value of a commodity was seen as being 
determined not by its size, but by its usefulness and as a 
function of human consumption. For some subjects, an object 
was useful because it satisfied a need; for others, the 
usefulness of an object lay in its durability or goodness. 
At 10 to 12 years old, children shifted their evaluation of 
the economic value of an object from its consumption 
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function to the process of production. Value was now 
understood in terms of the kinds of materials or amounts of 
inputs required to produce the object (material and human 
costs). 
Berti and Bombi (1988) found similar results in their study 
with working class children, aged 6 to 11 years old. Both 
Berti and Bombils (1988) and Burris (1982) studies used 
interview techniques and were conducted within the framework 
of Piagetian cognitive-developmental theory. The findings of 
her study led Burris to conclude that the developmental 
change in economic thinking was not merely quantitative, but 
qualitative as well, and this qualitative change was in 
accord with Piaget's hypothesis of discrete stages in the 
development of human intelligence. However, by using the 
same theoretical framework and procedure, and supposedly 
following a similar line of questioning (see Webley, 1983), 
it is not surprising that the results of the studies confirm 
Piaget's stages of development. 
3.5.2 Means of production and their owners 
Berti, Bombi and Lis (1982) examined children's 
understanding about certain means of producing goods and who 
owned those means of production. In accordance with the 
three principal areas of productivity in their society, 
namely, industry, agriculture and services, the main focus 
of investigation was the factory, countryside and public 
transport bus service. Again, within a Piagetian framework, 
they interviewed children from 4 to 13 years, to determine 
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their knowledge and understanding about three central 
notions: firstly, who owned the means of production; 
secondly, who owned the commodities produced by the means of 
production; and thirdly, what was the advantage or use of 
the means of production and of the products to the owners. 
From this study, Berti et. al. (1982) expected to find a 
developmental sequence in which the children passed from an 
initial stage of complete ignorance about the production 
process, to a realisation that the various means were used 
to produce goods or services, and finally to a comprehensive 
view of the network of economic exchanges. In the latter 
stage, the authors also expected to find an understanding 
that the goods or services allowed the owner to obtain a 
profit, that is, a surplus of money which remained after 
employees had been paid and other costs met. Furthermore, 
they assumed that children's understanding of the ownership 
of the means of production developed gradually, from 
realistic conceptions whereby the owner was thought to be 
the person who used the means, or was physically close to 
the means, to more abstract conceptions in which the owners 
did not have to be near to the means of production or even 
physically present. They also suggested that the 
development of the conceptualisation of the means of 
production within the three sectors proceeded at 
different 
rates, due to the different experience and 
information 
children had of the means of production 
in question. 
On the whole, the results were interpreted 
by the three 
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authors as supporting their expectations. Five levels of 
awareness of means of production and their owners emerged, 
and the understanding of the three sectors developed with 
the advancement of age, although the rate of development was 
different for each sector. For example, the idea that a 
factory was owned by a 'boss' emerged by 8-9 years, while 
for agricultural production the idea of an owner was only 
recognised around 12-13 years. Considering that at 4-5 years 
the subjects already knew an owner of a bus and a farm but 
not of the factory, the advance knowledge about factory at 
8-9 years could not just be explained by different rate of 
cognitive development; another mechanism might have been at 
work here. 
The fact that the subjects came from a working-class 
background, lived in a highly developed industrial area and 
all had fathers who were workers, suggested that 
socialisation might have played a more prominent role in the 
development of such understanding than the authors have 
acknowledged. The subjects were presumably poor, but they 
lived in a social environment that was very industrialised 
and highly salient in the relevant information for the 
particular economic reality. It could be argued that more 
information about factory or industry was transmitted in 
everyday social interaction between adult and children, ' or 
between peers. 
Berti et. al. (1982) also claimed that the parents of the 
subjects in their study showed a developmental, view of 
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their children, in that (in response to the questionnaire 
given to them) parents of the youngest subjects said that 
they had never supplied or been asked for specific 
information about jobs and ownership, while parents of the 
older subjects reported that they had been asked questions. 
In other words, the parents attributed to the child a level 
of competence equal to her understanding (as manifested in 
the authors' results) of the notions being investigated. 
However an alternative explanation is that it is not so much 
the case that the parents adjusted their level of 
explanation to the child's ability that made the youngest 
subjects ignorant about jobs and ownership, but that the 
child was unaware of economic relationships because parents 
did not provide the necessary or relevant information. Once 
more, the fact that the child was aware earlier of factory 
ownership than of the ownership of other means of 
production, and that the father worked in factory, suggested 
that the child's knowledge about factory ownership was 
developed within and influenced by the context of her 
particular social environment. 
3.6 CRITIQUE OF PAST RESEARCH 
As discussed previously, most of the studies on children's 
understanding of economic reality have been conducted in the 
cognitive developmental tradition, and the outcomes of these 
studies predictably follow a stage-like developmental 
progression that corresponds to the stages of cognitive 
development described by Piaget, i. e. from naive concrete 
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ideas to more sophisticated conceptualisations found in the 
adult population. While according some importance to the 
interaction between the individual and the environment, 
advocates of cognitive developmental theory argue that 
understanding of the social world (including economic 
reality), like understanding of the physical world, is 
constructed by the individual relatively independently of 
the social environment. They reject the idea that processes 
of socialisation and social transmission can have any 
significant role in the child's development of the 
understanding of economic phenomena. The argument put 
forward by cognitive developmental theorists, that children 
construct their own understanding of economic reality, is 
based on the difference between children's accounts and 
adults' explanations of the same phenomena (McGurk, 1990). 
For example, young children believe that shops are the 
source of money and the more people buy, the more money they 
get (Furth, 1979). If information or knowledge about 
economic reality is socially transmitted, then children will 
absorb the information which they are exposed to and reflect 
it in their explanations of economic reality. But, as the 
argument goes (McGurk, 1990), this is not the case; 
therefore, the cognitive developmental theorists conclude 
that children must construct the explanations themselves. 
The relatively restricted range of accounts that children 
offer in their explanations of economic phenomena are 
attributed to their limited or infantile cognitive 
structures (see for example, Berti and 
Bombi, 1988). There 
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are at least two arguments against the cognitive 
developmental theorists' claims that immature cognitive 
structures are the reason for children's restricted 
explanations. 
Firstly, if children construct their own cognitive account 
of the social world, more idiosyncrasies could be expected 
in the explanations given. Each child could be expected to 
come up with their own specific 'construction', which would 
be different from those of others (see Piaget's (1929) 
argument that the many varieties of answer that children 
give concerning voice or breathing cannot be accounted to a 
systematic adult influence, and his suggestion that the 
child invents her explanations in a way that reveals the 
spontaneous tendencies of her mind). However, the 
restricted range of accounts suggests that this is not the 
case and that children's explanations are a reflection of 
more socially transmitted accounts of the social or economic 
world (McGurk, 1990). Secondly, the restricted range of 
accounts also suggests that children are exposed to limited 
information on economic phenomena. 
The cognitive developmental theorists take an interactionist 
view and stress that children's knowledge of the world, 
both physical and social, is constructed on the basis of 
their interaction with the environment. As Furth, et. al. 
(1976) acknowledged, the developmental experiences in the 
social and physical spheres are different; nevertheless, no 
serious attempts have been made by cognitive developmental 
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theorists to specify either the nature of the interaction 
process or the extent to which environment may put a 
constraint to the development of understanding. For example, 
Furth (1978) with his radical constructivist approach, 
claimed that knowledge and society, as human products, had 
form and content but no mention was made of the process for 
acquiring this knowledge or its source. Thus, for cognitive 
developmental theorists, knowledge is context-free. In a 
series of studies, Donaldson (1978) has shown how context- 
bound children's thinking is. Young children fail the 
Piagetian's tasks, Donaldson suggested, because they do not 
understand what they are supposed to do, not because they 
fail to reason. When the tasks are embedded in a context, 
even pre-school children can make valid inferences. 
Therefore the present study argues that to understand the 
structure and content of children's understanding of 
economic reality, the sources of this understanding must 
first be fully known. Before young children's limited 
understanding of economic phenomena can be attributed to 
immature cognitive structures, it is important to ascertain 
the nature of economic information to which children are 
routinely exposed, and the possibility that this information 
may actually impose limitations on young children's 
understanding of their social world. 
In accounting for the differences between middle and working 
class subjects in his study, Jahoda (1981) argued that, as 
far as economic institutions were concerned, a middle class 
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environment provided richer information. Although he did not 
specify what was meant by the I environment' , it can be 
assumed that the children's environment includes their 
parents and home, schools, peer groups, and the media. 
It is reasonable to assume that children sometimes ask for 
explanations about economic phenomena from their parents, 
although the parents of the youngest subjects (4-5 years) in 
Berti, Bombi and Lis' (1982) study, denied they ever 
provided or were asked for specific information about jobs 
and ownership. It is not surprising that the authors found 
the parents' evaluation of the children's competence was 
congruent with the children's levels of understanding of the 
economic notions that they investigated. Thus, it may be the 
case that the parents' own representations of the children's 
limited level of understanding, and possibly their lack of 
knowledge discouraged them from giving any explanation, and 
by the same token also prevented the children from asking. 
Giving partial or simplified explanations about economic 
reality, parents may unintentionally reinforce children's 
false understanding, as for example, with regard to 
explanations of the sources of money. Close correspondence 
can be found, for instance, between the typical parent's 
explanation that no money is available for the child's 
pocket money until they visit the bank, and the young 
child's belief that the bank is the provider of the money a 
person wants (McGurk, 1990). 
Young children's experience of shopping in supermarkets 
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(Berry, 1990) provides another example of the limitation of 
information that is available to them. Twenty children, 
approximately between 3 and 5 years old, and their 
accompanying caretakers were observed from a distance during 
their shopping expedition to a large supermarket. The 
observation was focused on the activity around the checkout 
counter because previous studies had reported children's 
misunderstanding of the nature of payment and of change as a 
source of money. Cheques or credit cards were used as means 
of payment by about half of the caretakers. Although some 
of the children were observed to be helping the caretakers 
in transferring shopping items from the trolleys to the 
checkout counter, only a small proportion (20%) were 
directly involved in the payment process, either by handing 
over money, cheque or credit cards to the cashier, or by 
receiving change. In a subsequent interview study (Berry, 
ibid) with children between 4 and 8 years old about the 
activities involved in going shopping, payment was mentioned 
spontaneously by 60% of the 4 year olds, and by all of the 8 
year olds. However, many of the 8 year olds still had 
difficulty in understanding the significance of the payment 
process. Only 80% of these 8 year old children understood 
the concept of change correctly, while the younger children 
perceived change as a gift from the shopkeeper to the 
shopper. 
It is this kind of finding, i. e. children's notion that 
change is a gift and personal exchange, that lies behind the 
cognitive developmental theorists, claim that children 
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construct their understanding of economic phenomena, and 
that their cognitive immaturity imposes constraints on the 
quality of explanations they produce at different levels of 
development. An alternative interpretation is that 
children's understanding of change is acquired not because 
of the constraints of their level of cognition imposed upon 
them, but because of lack of information. Their accounts of 
economic life are perfectly congruent with the information 
available to them, which is limited and often simplified. 
Another potential source of economic information for young 
children is the media to which they are exposed. Television 
is probably the most easily accessible medium for young 
children in developed countries. Although there has been 
extensive literature on television as a medium in children's 
socialisation, it has focussed mostly on aggressive or 
violent behaviour (Joy, Kimball and Zabrack, 1986). 
One or two studies that attempted to assess the impact of 
television advertising on children's attitudes and values 
have shown inconclusive results. Atkin (1975), for example, 
reported that the acquisition of materialistic values in 
young children was related to exposure to television 
advertising. A similar relationship was found by Kapferer 
(1986), although he also discovered a strong relationship 
between parents' materialistic values and those of their 
children. Thus, Kapferer (ibid) argued that television 
exposure only reinforced materialistic values that children 
had already acquired from their parents. However,, 
in her 
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study of Swedish children, Jundin (1983) discovered that 
children who watched more television and read more 
newspapers had also more extensive knowledge of economic 
reality. 
3.7 SUMMARY and CONCLUSIONS 
Previous work on children's economic socialisation has paid 
little attention to the likelihood that children's social 
environment may provide them with economic information. 
potential source of economic information for young children 
is the media to which they are exposed, television is one 
example. 
Another medium that potentially provides economic 
information for young children is literature. The present 
study concentrates on the potential role of books in 
children's economic socialisation, as little psychological 
work has been done on this issue; studies of the socialising 
effects of literature have mostly focussed on its role in 
gender-role stereotyping (e. g. Weitzman, et. al., 1977) or 
moral-character education (e. g. Blumenthal, 1976; O'Dell, 
1976). Two examples of children's literature are of special 
interest; fairy tales and the reading books children are 
exposed to during their first years of school. As part of a 
Western cultural heritage, fairy tales are still widely 
popular for young children (O'Connor, 1989). Although 
individual differences can be assumed to exist regarding the 
extent of children's exposure to literature 
in the home, it 
is likely that exposure to reading materials at school is 
105 
more uniform. 
For the Piagetian (e. g. Furth, 1976; Berti and Bombi, 1988) 
economic socialisation is not considered to result from the 
impact of a given society on the child's mind and behaviour, 
but as the child's construction of her social world. Like 
the physical world, the social world is constructed by the 
individual on the basis of her cognitive structures. As a 
result of this constructivist tendency, younger children's 
relatively restricted notions of economic reality are 
accounted for by the constraints imposed by their infantile 
or immature cognitive structures. Although cognitive 
developmental theorists argue that children construct their 
understanding of the social world on the basis of their 
interaction with the environment, their concerns with the 
form and structure of thinking have caused them to neglect 
the sources by which children acquire this understanding. 
3.8 THE PRESENT STUDY 
The present study aims to examine what children know about 
economic reality and how they may come to possess this 
understanding. More specifically, this study will carry out 
an analysis of the economic information available in one 
part of children's environment and then examine the 
correspondence between that information and the nature of 
children's economic ideas, especially in relation with 
economic inequality and social stratification. As discussed 
in this chapter, two potential sources of economic 
information are fairy tales and reading books. The empirical 
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investigation has been carried out in two societies - 
Britain and Indonesia - which are assumed to have different 
social and economic systems. 
Different cultures are presumed to communicate different 
economic consciousness in their literature. This cross- 
cultural study is, therefore, valuable in providing evidence 
that children acquire their understanding of economic 
reality through socially transmitted information. 
Three cross-cultural studies are conducted. In the first 
study, children's understanding about economic reality is 
examined. The second study analyses the economic content of 
children's fairy tales and reading books. Parallels between 
children's ideas about economic phenomena and the economic 
information communicated in their books comprise the third 
study. A review of the literature on the development of the 
present-day literary fairy tales and their contents is 
presented in the following chapter. 
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CHAPTER 4 
FAIRY TALES AS AGENTS OF SOCIALISATION 
4.1 INTRODUCTION 
Stories in general, and fairy stories in particular, have 
often been assumed to play an important part in a child's 
life. Even in ancient times Plato stated: 
"shall we therefore readily allow our children to listen 
to any stories written by anyone, and to form opinions that 
are for the most part the opposite of those we think they 
should have when they grow up? We certainly shall not. Then 
it seems that our first business is to supervise the 
production of stories, and choose only those we think 
suitable, and reject the rest. We shall persuade mothers and 
nurses to tell our chosen stories to their children, and by 
means of them to mould their minds and characters which are 
more important than their bodies" (translated by Lee, 1974, 
p. 131). 
In Chapter 2, examples have been given from Blumenthal 
(1976) and O'Dell (1979) to illustrate the effectiveness of 
children's books as a means of socialisation and social 
control. The following discussion focuses more specifically 
upon books of fairy tales, and their roles as agents in the 
socialisation process. 
4.2 THE HISTORY OF THE LITERARY FAIRY TALE 
The term 'fairy tale' first entered the English language in 
the eighteenth century. The first reference to the term 
fairy tale in the Oxford English Dictionary was in 1749 
(Opie & Opie, 1974) or 1750 (Zipes, 1979). Thus, compared 
with the age of some of the tales, the term itself is 
relatively recent. 
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The origins of literary fairy tales can be traced back to 
oral folk tales, which have existed for centuries. Ordinary 
people of that period used oral folk tales to express their 
views of nature and social order, of things happening around 
them. Folk tales were also used to convey their wishes for a 
better life and greater fulfilment of their needs. Folk 
tales mirrored the rituals, habits, customs and traditions 
and laws of primitive societies. Family relationships, 
tribal rites and beliefs, and social realities of the time 
and place were represented in the characters and actions of 
the folk tales. Folk tales are the product of a given 
culture or society at a given period in history, and often 
it is the culture of ordinary and illiterate people, the 
peasants and other workers who represented the majority. 
As a cultural product of primitive societies, the central 
themes of the folk tales are struggle and competition for 
power among the different groups of people, or what Zipes 
(1983) called 'might makes right'. In other words, folk 
tales are stories about powerful people who can do anything, 
and the peasants who live in oppression and poverty. Folk 
tales expressed the violent and brutal realities of politics 
and power of the ruling class at that time. In this kind of 
social climate then, common people used folk tales to 
express their aspirations, needs, wishes, dreams, and so on. 
It was also through folk tales that the narrators voiced the 
people's feelings and protests about the injustices done to 
them by the powerful ruling classes (Zipes, 1983). 
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Folk tales were passed orally from generation to generation. 
It has to be remembered that story-telling at that time was 
not a one way communication, where the story tellers talked 
and the audience only listened. Story-telling was a lively 
event, with the listeners actively participating by asking 
questions, making suggestions and also spreading the stories 
to other people. In this way people's emotions, ambitions, 
and hopes were integrated and became embedded in the tales. 
It was the common people who kept the tradition of folk 
tales alive and transmitted them from generation to 
generation. 
Through these traditional story-telling sessions, oral folk 
tales were introduced to upper class circles in the 
seventeenth century. Nurses and other child-minders working 
for this elite group usually came from humble backgrounds. 
They brought the folk tales into the aristocratic and 
bourgeois families and retold the tales to the children who 
were in their care. These oral folk tales were the main 
ingredients of what were to become the literary fairy tales 
for children of later periods. 
The process of transforming folk tales into literary fairy 
tales was started in the seventeenth century by the 
aristocratic and bourgeois writers of that time. In 1697, 
Charles Perrault published his Histoires ou contes du temps 
passe avec des moralites (Zipes, 1983), and with this 
publication, a new trend of writing literary fairy tales for 
children was established. Perrault himself was a high- 
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ranking civil servant and a distinguished figure in the 
literary circles of his day. He set out with the sole 
intention of influencing the course of development of 
children in the interest of an aristocratic-bourgeois elite 
by writing Isanitised' versions of fairy tales (Zipes, 
1983). Given Perrault's own social background as a member of 
the elite class and his intention in writing the fairy 
tales, it is understandable that his fairy tales reflected 
his beliefs and ideological views. 
Fairy tales that originated from the peasantry were 
considered to be not 'respectable' enough for elite circles. 
To appear in and be accepted by the court and upper 
classes, fairy tales had to be heavily endowed with 
, morality'. Proper breeding and behaviour were the ideal 
characterisations and through these children were, it was 
hoped, socialised and groomed for their social roles as 
members of the privileged classes. As Escarpit (1981) notes, 
the purpose of the fairy tales from the beginning was to 
instruct and amuse, to make sure that moral lessons were not 
boring for children. Perrault's ideas of morality and 
civilisation were reflected in his heroine and hero figures. 
His heroines were usually depicted as being beautiful, 
polite, industrious, and properly groomed. They were passive 
creatures who lived only through men and for marriage. On 
the other hand, intelligence, courage, ambition, civility 
and high achievement were the favoured characteristics for 
the male characters. Thus, gender-role stereotyping (as it 
is known today) had been incorporated, intentionally or 
ill 
unintentionally, into literary fairy tales. 
In other parts of Europe the same process was also 
happening. In Germany, Jacob and Wilhelm Grimm continued the 
civilisation process with their own fairy tales. The Grimm 
brothers have been accused by some writers (Ellis, 1983; 
Zipes, 1979) of making false statements about the source of 
their fairy stories. The Grimm brothers claimed that a 
peasant woman was the source of the tales, but both Zipes 
and Ellis believed that the tales came from middle class 
sources and not from uneducated peasant origins; bourgeois 
notions had already been introduced into the tales that the 
Grimms collected. They were also criticised for the biased 
selection of the tales - because of their political views - 
which they included in their publications. But fairy tales 
were written especially for socialisation purposes and the 
selectivity in the brothers Grimm's choice of tales neatly 
fits in with these objectives. 
Compared with Perrault and the brothers Grimm, Hans 
Christian Andersen came from a very different social 
background. He was a Dane from humble origins where story 
telling was a tradition. Andersen only used traditional 
folk themes to create his own stories, in which he expressed 
his own personality and social aspirations. His stories 
voiced views on the social inequalities he perceived 
existing in his society, but at the same time they were also 
a reflection of his admiration for the elite class. Zipes 
(1983) has succinctly summarised Andersen in this remark: 
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t1no other writer of literary fairy tales in the early nineteenth century introduced so many Christian notions of God, the Protestant Ethic and bourgeois enterprise in his narrative as Andersen did" (p. 80). 
Thus, the literary fairy tales were not only saturated with 
morality and civility but also with ideas about work ethic 
and capitalist enterprise. 
4.3 MORAL AND POTENTIAL ECONOMIC CONTENT OF FAIRY TALES 
Fairy tales were written or recreated at the end of 
seventeenth century with the intention of using them as a 
socialising agent. In order to achieve this goal, the 
writers made explicit descriptions of human characters. Two 
groups of figures inhabit the fairy tale world and they 
usually occupy the opposite ends of the social spectrum: 
royalty and humble folk (Tatar, 1981). Characters are 
depicted as, or could be inferred to be either good or bad, 
honest or dishonest, and lazy or hardworking. The good, 
honest and hardworking person would be rewarded, either with 
wealth or a spouse or both, and the bad would be punished. 
Criticism of the traditional fairy tales as 'secret agents, 
of an education establishment which indoctrinated children 
to learn fixed roles and functions within bourgeois society, 
has been put forward by more recent writers, for example- 
Oscar Wilde (Lewis, 1976; Zipes 1983). Wilde wrote his own 
'fairy stories' in order to subvert the messages conveyed by 
the traditional fairy tales - such as, 'might makes right, 
and male domination, - by changing the characters and 
themes in the tales. However, for all this subversion, it 
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seems that the traditional fairy tales are made of stronger 
substance for they have maintained their popularity. 
A question that follows from this is how children acquire 
the stereotypes about the characters in fairy tales in the 
first place? Young children usually enjoy being told, over 
and over again, stories that attract their fancy. In their 
discussion of the effects of television viewing, Collins and 
Korac (1982) have suggested the possibility of cumulative 
effects of repeated exposure to television programmes. 
parallel can also be suggested with regard to fairy tales, 
that is, repeated exposure to the stereotyped formulae in 
the stories may have a cumulative effect on children's 
perception of the story characters. Applebee (1978) also 
argued that story characters became part of a child's real 
world and formed part of her cultural heritage. Therefore, 
children seem to have developed 'built-in, stereotypes from 
fairy tales because of presumably repetitive exposure to 
this type of literature. 
Looking more carefully into fairy stories, it can be seen 
that their content is not just about civilisation and moral 
instruction. Fairy tales also disclose the political and 
economic conditions of a particular culture at a particular 
time in history. As noted previously, gender-role 
stereotyping is heavily emphasised. in fairy tales and this 
'negative' feature of the fairy tales has become a target 
for criticism by many feminist writers (Dworkin, 1974; 
Lieberman, 1986). Another feature of the classical fairy 
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tales that Moore (1975) has noted is the extent to which the 
accumulation of money and property are presented as the most 
desirable goals in people's lives. 
A central theme of fairy tales is the struggle between the 
ruling class and the common people, in which rulers use 
their power for their own purposes. For example, in the 
story 'The Blue Lamp, (Jacob and Wilhelm Grimm, 1982) a 
faithful soldier is discharged by the king at the end of the 
war without a penny, because he is wounded and not useful 
anymore to the king. Accumulation of money and land is 
another theme. However, fairy tales not only describe 
possession of money and property, but also economic notions, 
such as exploitation and social inequality, ideas of buying 
and selling or commercial activity, industriousness and 
ideas about economic institutions i. e. the market. 
Many writers (Ellis, 1983; Hurlimann, 1967; Zipes, 1979, 
1983) have assumed that the intended purpose of fairy tales 
is moral-character education. For this reason, attention 
given to fairy tales has been concentrated on its presumed 
moral content. Other writers have focused their analysis on 
other aspects of fairy tales, such as the sex-role 
stereotypes, as mentioned previously. However, the 
'economic' content of classical fairy tales seems to have 
been neglected. Moore (1975) has indicated that characters 
in fairy tales are highly concerned with money and property. 
If fairy tales were intended to inculcate moral values and 
social norms in children, as many writers 
have believed, 
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then questions can be asked about the economic values they 
depict. The present author is unaware of any previous work 
that has been undertaken specifically to examine the 
potential socialising influence of the economic content of 
fairy tales. 
Through exposure to fairy tales, children learn about the 
manifest content of the tales, i. e. the main characters and 
what happens to them. However besides the manifest content 
fairy tales also have a latent content, i. e. the standards 
and values, implicit and explicit, including economic 
standards and values. Do children also learn the economic 
values that are reflected in the popular fairy tales? 
Jenkins' experiment in 1933 (Deese, 1958) about incidental 
learning showed that human beings would learn even when they 
were not specifically instructed to do so. The tendency for 
people to learn vicariously has also been demonstrated by 
Bandura (1977), in which learning occurs from mere exposure 
to external stimuli. The present study suggests that 
incidental learning may also play a relevant role in 
children acquiring economic ideas and values. Thus, through 
exposure to fairy tales children develop their 
understanding about economic reality. 
4.4 SUMMARY and CONCLUSIONS 
Folk tales, which have been in existence for thousands of 
years, have been transformed 
into children's literary fairy 
tales since the seventeenth century for the purposes of 
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socialisation. The 'cleaning, or Isanitising, process was 
considered necessary for fairy tales to be of any value 
amongst the elite. Some common characteristics, reflecting 
the social situation of the time, can be identified in the 
revised versions of fairy tales. 
The first characteristic is that fairy tales usually contain 
or describe conflict or struggle between the oppressed and 
the oppressor, between people who have unequal power, as for 
example, between Cinderella and her stepmother and 
stepsisters. 
Secondly, social problems, such as oppression and 
injustice, are resolved by magic and miracles. Cinderella is 
transformed into a beautiful girl by magical processes and 
subsequently her status is elevated to that of royalty. 
The third characteristic is that a clear distinction between 
good and evil characters exist in fairy tales. For moral 
education purposes, characters in the fairy tales are 
generally described without ambiguity; the heroes or 
heroines are altogether good,, while the antagonists are 
totally evil. 
Fourthly, gender-role stereotypes are strongly identified in 
fairy tales. Passivity, industry, self-sacrifice, beauty and 
purity are the ideal characteristics for the heroines, while 
the heroes have to be strongg intelligent, ambitious and 
courageous. Not surprisingly, this gender-role stereotyping 
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is still found in more recent children's 
(Weitzman, et-al., 1977). 
reading books 
The fifth characteristic is that fairy tales frequently 
depict economic phenomena, activities and institutions, such 
as wealth and poverty, buying and selling, ownership of 
money and property, industry and idleness, and ideas of the 
'market'. 
This chapter has examined the historical development of the 
present day literary fairy tales. From this history, it can 
be seen that fairy tales are recreated not just to entertain 
young children, but more importantly to transmit social 
values that are relevant and significant for particular 
societies at particular times. The transmission of moral 
values is the explicit purpose of fairy tales but this study 
argues that they also implicitly transmit economic values. 
It is therefore considered relevant and necessary to conduct 
a study of children's fairy tales in order to explore the 
potential economic socialising influence of this particular 
literature. But first, a brief discussion of the cultural 
context where the present research is conducted. 
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CHAPTER 
THE CULTURAL CONTEXT 
5.1 INTRODUCTION 
In Chapter 3 it was suggested that exposure to stereotyped 
economic information in children's fairy tales and reading 
books leads children to think stereotypically about economic 
reality. It is hypothesised that greater exposure to, and 
more familiarity with, the fairy tale genre will produce 
more stereotyped understanding about economic phenomena. A 
cross-cultural study, in Britain and Indonesia, is 
conducted to examine this hypothesis. Different cultures 
presumably have different cultural amplifiers - i. e. 'tools 
or technological features that permits the individual to 
control resources, prestige, and deference within the 
culture, (Cole and Griffin, 1980) - for example, literature. 
The literary fairy tales that originated in Europe have been 
popular in Britain for a long time. While exposure to this 
kind of literature is assumed to be more common for British 
children, the same assumption may not be true for the 
Indonesian children. 
The present study sets out to examine children's 
understanding of economic reality in two cultures - Britain 
and Indonesia - that are assumed to be different in terms 
of their political, socio-economic and educational systems. 
Previous chapters have reviewed, amongst other things, 
children's economic socialisation and children's 
literature. 
Since research literature on these subjects is mostly 
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concerned with children living in Western and developed 
countries, it is necessary in the present cross-cultural 
study to present some background information on the societal 
systems in both countries, but especially in Indonesia, to 
highlight the variations that may exist between the two 
cultures. According to Kluegel and Smith (1986), beliefs 
about inequalities in America are shaped by the political, 
social and economic environment; it may be assumed that in 
other societies, the same beliefs are also conditioned by 
the particular society's political, social and economic 
environment. 
The discussion in this chapter is presented in terms of 
human geography. The researcher who is an alien to the 
British culture but comes from Indonesia will describe the 
two cultures in terms of their idiosyncratic societal 
systems. 
5.2 HISTORICAL PERSPECTIVES 
Britain has been established as a nation for a long time; in 
contrast Indonesia emerged as a nation only in the twentieth 
century. The history of Indonesia can be described as an 
anthropological and cultural melting pot; various population 
groups originating from the Asian continent came to settle 
in 'Indonesia,, bringing with them different religious and 
cultural influences. The Hindu religion spread throughout 
the archipelago and was adopted by all levels of society in 
Java, but only by the upper classes in the islands outside 
Java (between the sixth to the eight centuries). Islam came 
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in the thirteenth century and soon became the predominant 
religion in Java and eventually in the other islands as 
well, after the last Hindu-Javanese kingdom in East Java was 
forced to retreat to Bali. The Hindu religion has remained 
as the predominant religion in that island until the present 
day. Western influence started with the arrival of the 
Portuguese in the early sixteenth century and this was 
followed by the Dutch, Spaniards and British. The Dutch 
East India Company, popularly known as V. O. C. (Vereeniging 
voor Oost-Indische Compagnie), was established in 1602 to 
control the trade monopoly in the archipelago and in 1799 
the V. O. C. was nationalised by the Dutch Government. The era 
of Dutch colonialism in Indonesia lasted until the Japanese 
occupation of Indonesia in 1942. With the Japanese surrender 
in 1945, Indonesia declared itself as an independent nation. 
The different political and cultural influences that 
operated before the country became a nation, did not 
disappear with the proclamation of the country's 
independence. As a consequence of the Dutch indirect rule, 
the Indonesian social system at the beginning of 
independence can be characterised as consisting of three 
separate groups: first, the IpriyayiI, the political and 
social elite; second, the inlanders or 'natives' (e. g. 
farmers); and third, the minority populations of European, 
Chinese, and Indians. However, with the shift in the 
national politic in recent years, the political structure 
also changed so that the elite became more powerful and the 
role of other social groups diminished (Siahrir, 1986). 
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5.3 THE SOCIETAL SYSTEM 
Unlike Britain with her liberal democracy, Indonesia has 
adopted a system called 'Pancasila democracy, (the Pancasila 
are the five principles that guide the country) with its 
policy of deliberation and consensus. Compromise and 
consensus rather than confrontation between the three 
existing political groups is the essence of the Pancasila 
based democracy. 
With respect to the economy, a clear cut policy of 
capitalism operates in Britain. The ideology of the system 
dictates that (in theory, at least) opportunities for socio- 
economic mobility are available for those who are willing to 
work hard, and because everybody has the opportunity, then 
wealth is justly earned by those who work hard. Conversely, 
the penalty of poverty is the outcome for people who do not 
work hard (Smith and Stone, 1989). Indonesia, however, 
adopts an economic system called 'Ekonomi Pancasila'. The 
philosophy behind this system is found in the Constitution, 
which stresses 'a common economic endeavour based on the 
principles of familial cooperation and economic justice' 
(Prabowo, 1990). Co-operative economy is encouraged, but in 
practice the present economic system is mixed, with a 
combination of state controlled production, state regulated 
services and private enterprises. 
In his analysis of basic needs in Indonesia, Siahrir (1986) 
stated that the path of the post-independence Indonesian 
economy has been characterised by continuity and change. On 
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the one hand, progress is shown by the promotion of the 
country's status from a 'low income country' into a 'middle 
income country, by the World Bank (World Bank, 1982). On the 
other hand, continuity is seen in the growing population, 
poverty, unemployment, and inequity. British children's 
involvement in the economy is partly conducted through 
their buying activity with the pocket money they receive 
from parents or through part-time jobs (Furnham and Thomas, 
1984). Many children from the low SES group in Indonesia are 
invo ved with the economic world through their work to 
support the family income. 
As discussed previously, young children in Britain already 
have some vague ideas about banks as a source of money, as 
for example they see their parents getting money just by 
inserting a card and pressing some buttons in the bank's 
wall. Banks are presumed to be an integral part of British 
children's life and one of the sources of their economic 
knowledge, albeit in a limited form. For the majority of 
Indonesian children understanding about banks as economic 
institutions is far removed from their life. Only very 
recently were credit cards introduced to the country and 
they are only available to people who meet certain criteria, 
i. e. a minority of the middle class. With regard to the 
general public, Indonesia is still a very cash oriented 
society; daily economic transactions are conducted through 
cash. A minority of older children have been introduced 
the concepts of banking through national saving accounts; 
otherwise children who save, if there is anything at all 
to 
to 
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be saved, use piggy, banks. 
Indonesian children, especially from low SES groups, are 
also probably more directly involved in the economy. It is 
presumably unlikely for young children in Britain to be told 
to buy their own breakfast at seven o'clock in the morning. 
However, casual observation around Jakarta's densely 
populated housing areas will reveal young children of four 
or five years buying their breakfast from the street food 
peddlers. For the majority of Indonesian families, food- 
stuff shopping is still done on daily basis. Thus it is also 
not uncommon for young children to be sent to the market to 
buy the ingredients for the family's meals. 
In terms of education, like Britain, Indonesia has a 
national curriculum for primary and secondary schools. 
However, while British children begin their formal education 
at five years old, it is only recently (1984) that 
compulsory education for children between the ages of 6 and 
12 was implemented in Indonesia (Indonesia 1990). 
Kindergarten education is mostly run by private 
organisations and the fees are usually beyond the reach of 
most families. Therefore a large proportion of children as 
yet do not get the benefit of early education. With the 
implementation of a national curriculum, the Indonesian 
Ministry of Education provides textbooks for all school 
subjects taught at each grade. In principle textbooks should 
be available, free of charge, for all primary school 
children; the reality, however, is that the shortage of 
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textbooks means that parents have to find them from other 
sources. Private schools usually have more freedom in 
choosing the textbooks that they want to use; nevertheless, 
these textbooks may not deviate very far from the 
requirements set up by the national curriculum. 
In Chapter 4 it was reported that fairy tales in the 
Ladybird series were still being used in British schools to 
help children with their reading (O'Connor, 1989). Fairy 
tales are integrated into school life and are used as a 
medium of teaching and learning. Fairy tales can be assumed 
to be available for the majority of British children, 
although Davie et. al. (1984) reported that middle class 
children were supplied with more books than lower class 
children. A different situation exists for Indonesian 
children. Fairy tales and stories generally have no part in 
children's academic endeavour. They are usually regarded as 
leisure reading, for outside school hours. Not all schools 
have a library and free public libraries with books for 
children hardly exist; therefore, for many school children 
story books are just not available or are a luxury. 
While the origins of the popular literary fairy tales in 
Britain could be traced back to fairy stories from Perrault, 
the brothers Grimm and Andersen (discussed in Chapter 4), 
not much is known about the origins of fairy/folk stories in 
Indonesia. Two of the most popular mythological or epic 
stories in Indonesia are Ramayana and Mahabharata. These 
stories are believed to have originated in the Hindu culture 
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but their popularity, especially in Java and Bali - in the 
forms of dancing and shadow puppet shows - are such that 
ordinary people may be forgiven if they have forgotten the 
stories, foreign origin. Ramayana and Mahabharata are 
stories about morality and one of the moral principles that 
is being transmitted through the stories is that virtue will 
win over evil in the end. Some traces of the Hindu influence 
can still be seen in the present day folk/fairy tales as, 
for instance, in the presence of many gods or goddesses. 
Nevertheless, side by side with the Hindu and other Eastern 
cultural heritage, Western cultural influence is also 
present in Indonesia, especially in urban areas and in 
middle class circles. With a history of more than three 
centuries of Dutch colonisation behind Indonesia, Western 
culture has probably become a part of people's consciousness 
(that is, for part of the population). For example, Santa 
Claus for British children is Sinterklas (the Dutch term for 
Saint Nicholas) for the minority Christian population, and 
for a small proportion of urban middle class children. 
Films, shows, songs, and books about Cinderella and Snow 
White,, to mention two, have been turning up frequently and 
some concerns have been expressed about the presumed 
negative effect of Western cultural influence. 
Lastly, it need not be overemphasised that a crucial 
difference exists between Britain and Indonesia in terms of 
their predominant religion. As Geertz (1973) 
has claimed, 
the religious systems have an 
impact not only upon the 
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SOcia systems but also on the personality systems, i. e. for 
the individual religion has the capacity to function as a 
source of distinctive conceptions of the world, the self and 
the relations between them. 
The discussion of the cultural context of Britain and 
Indonesia so far has pointed to distinctions between the two 
countries in terms of the political, socio-economic and 
educational systems that operate in each country. Vygotsky 
(1978) has suggested the mechanisms by which culture becomes 
a part of each person's nature. Through successive mental 
sharings, ideas or 'mind, is transmitted from generation to 
generation via the medium of language and its products, such 
as science, literacy, technology and literature (Cole and 
Scribner, 1978; Bruner, 1986). The implication of 
Vygotsky's suggestion is that different cultures may have 
dissimilar mental sharings, and consequently, transmit a 
different consciousness. 
The present study focuses its attention on one of the 
products of culture, children's fairy tales and reading 
books. Whet-her the nature of fairy tales in Britain and 
Indonesia is different is an empirical question for this 
cross-cultural research. It is hypothesised that distinct 
cultural concepts are transmitted via literature for each 
country and therefore children exposed to this literature 
will acquire a different consciousness. In other words, 
children in Britain and Indonesia are exposed to different 
cultural products and ought to develop dissimilar 
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perceptions, understandings and 
world. 
beliefs about their social 
However, some contamination of cultural ideas is seen as 
plausible, especially from outside cultures into Indonesian 
culture; the historical development of the country bears 
witness to the different cultural heritages that in a way 
have shaped the nation's present day culture. 
5.4 SUMMARY and CONCLUSIONS 
It was suggested earlier that a proportion of Indonesian 
children (i. e. from the low social background) may be less 
exposed to books and stories. The relative absence of books 
implies that, compared to British children, printed text may 
play a lesser role in the Indonesian children's 
socialisation. The literary fairy tales are likely to 
express the standards and values of the Western 
socio-economic system. It follows from this that the 
Indonesian children, especially from the low SES, may be 
less exposed to the economic standards and values that are 
presented in the fairy-tale genre. It would be interesting 
for future reference to look at the reading age of these 
groups of children, as they are likely to be different. 
In contrast to Britain, Indonesia can probably be called a 
country of 'small traders and street peddlers'. Every 
street corner in Jakarta, for example, is crowded with 
people engaged in selling and buying. Indonesian children 
live in an environment where economic experience can be had 
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on a first hand basis. Furthermoreý with the country's 
economic development during the last decade or so, it is 
possible that Indonesian children are also exposed to 
Western economic values through other channels of the media, 
for instance radio. Because of the low SES group's more 
direct involvement with the economic world, it is possible 
that as they grow older, the low SES children will show a 
larger increase in their understanding of such world 
compared with the high SES group. 
The following chapter presents the empirical study that has 
investigated children's understanding of economic reality. 
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CHAPTER 6 
CHILDREN'S UNDERSTANDING OF ECONOMIC INEQUALITY 
6.1 INTRODUCTION 
The literature review on economic socialisation (Chapter 3) 
shows that from an early age, children are aware of social 
differentiation, i. e. that people can be categorised into 
different social groups. Children not only recognise that 
sex, race or religion differentiate people into separate 
categories, but they are also aware that people differ in 
terms of wealth and possession of property. Inequality is 
present in many aspects of people's life, but the patterns 
may vary from culture to culture (Stacey, 1982). 
This chapter presents a study of children's understanding of 
economic inequality in Britain and Indonesia. It is 
important to first establish what children know about 
economic reality before the source of this knowledge is 
investigated. 
The research hypotheses are: 
1 Ho: Different social background and age groups possess 
similar perceptions, understanding and beliefs about 
economic inequality, 
Hl: Older children and those from higher social back- 
ground (high SES) show different perceptions, understanding 
and beliefs about economic inequality. 
2 Ho: Children from the two cultures share similar 
perception, beliefs and understanding regarding economic 
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inequality, 
Hl: Variations in perceptioný understanding and beliefs 
about wealth and poverty are shown by children from the two 
cultures. 
6.2 METHODS 
6.2.1 Instrument 
A poverty interview schedule was used in this study. The 
schedule was developed on the basis of the existing 
literature on economic inequality. Three main issues of 
economic inequality were examined; first, descriptions of 
rich and poor; second, explanations of and justifications 
for, wealth and poverty; and third, other aspects of 
economic inequality, such as difference in activities and 
living conditions. It was necessary to ascertain that the 
interview schedule was understandable, i. e. that the 
questions were worded appropriately for young children in 
the present study. A pilot study was carried out to 
determine which questions were likely to be difficult to 
understand. Another aim of the pilot study was to develop 
the content categories for analysing the interview data. 
6.2.1.1 Pilot Study 
(i) British pilot 
Eight children, 4 girls and 4 boys, aged between 6.9 and 
10 years and living in Guildford, were individually 
interviewed in their homes. Subjects were asked to respond 
to each question freely,, and the interview was tape 
recorded. The results of the interviews showed that young 
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children could understand the task demands, and appeared to 
treat the questions as 'reasonable' questions. On the basis 
of the children's responses, some modification to the 
schedule was carried out; long questions were rephrased and 
some questions were eliminated. 
The second poverty interview schedule was piloted with 
younger children (25 subjects between 5-6 years) and 8 
children between 7 and 10 years, again to examine whether 
younger children could understand the questions in the 
revised interview schedule. In general, the interview 
schedule seemed to be treated as a reasonable task. 
The third stage in the pilot study examined older (11-12 
years) children's understanding of the interview schedule. A 
longer schedule was used in this study which covered issues 
that were not presented in the previous schedule. The 
interview schedule was adapted from a poverty questionnaire 
being used in (at that time) an ongoing research work in 
Spain (Prof. J. Delval and Dr. I. Enesco). The interview 
schedule was translated into English by Prof. H. McGurk. 
Besides description, explanation, and justification of 
economic inequality, the schedule also covered issues such 
as charity, relationship between wealth, power and ability, 
and taxes. Ten children aged 11- 12 participated in this 
pilot study. The subjects appeared to understand the task 
demands in the interview schedule, but it was also apparent 
that the schedule was too long and the children became 
distracted halfway through the interview. 
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In conclusion, the pilot study in Britain indicated that 
young children could understand the questions given to them. 
They appeared to comprehend what the task demanded from 
them, and treated the questions as intelligible. 
Nevertheless, compared with the older children less sensible 
responses were given by the younger children to some of the 
questions in the schedule. 
Due to the difficulties the researcher found with the 
transcription of the interviews (i. e. unclear tape recorded 
responses and incomprehensible English expression), it was 
decided to print the interview schedule and write down the 
children's responses on the individual interview schedule in 
future studies. 
(ii) Indonesian pilot 
In the context of the present cross-cultural investigation, 
the same interview schedule was to be used in the 
t4 examina Lon of Indonesian children's understanding of 
economic inequality. It was important to establish that the 
interview schedule was also intelligible for Indonesian 
children. A pilot study in Indonesia was conducted. 160 
school children, from middle and low SES (defined loosely 
on the basis of the type of school they attended, i. e. : 
private and state school), and from four age groups, (5,7, 
9, and 11 years) for each SES, participated in this study. 
The third poverty interview schedule was used and it was 
translated from English to the Indonesian language by the 
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researcher. A back translation into English, performed by an 
Indonesian student who was studying at the University of 
Surrey, showed that except for minor differences in phrases, 
the translated interview schedule was similar to the 
original English version. The children were interviewed 
individually and their responses were written on the 
interview sheets provided. 
(iii) The development of the category system 
The questions in the interview schedule were open-ended and 
the subjects' responses had to be content analysed. The 
content categories were constructed through the following 
process. Three sets of interview protocols were selected 
randomly from each age group; in all, 24 sets of interview 
protocols from two SES and four age groups were chosen. The 
responses to each question were sorted into different 
categories, generated by the existing literature on economic 
inequality and the data itself. The content categories were 
then piloted on the remaining pilot interview data. The 
results of the analysis showed that several content 
categories had only very low frequency of occurrence. As 
Holsti (1969) has pointed out, content categories should be 
sufficiently differentiated so that all relevant items can 
be placed into the categories, but not too finely 
distinctive that the results of the analysis will be no 
different from the raw data. It was decided to combine 
content categories that had very low frequency, and to 
create more general categories. This modified category 
system was used to analyse the present pilot interview data 
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(Appendix A for the coding system). 
To conclude, the majority of subjects could understand the 
questions in the interview schedule, with the exception of 
some five and seven year olds mostly from the low SES group 
who did not seem to understand the concepts of rich and 
poor. Some questions concerning 'taxes' were difficult even 
for the older subjects. Similarities and differences in 
perceptions, understanding and beliefs about economic 
inequality have been shown by the different social and age 
groups. Generally, high SES and older subjects showed more 
understanding that some issues concerning economic 
inequality were not absolute, and that there were exceptions 
to the norm. On the other hand, with regards to other issues 
that involved money or costs, such as education, high SES 
group also showed a more pessimistic view than low SES 
subjects. 
Although children in this study showed that they could 
understand the questions in the interview schedule, the 
results also indicated that the interview schedule contained 
irrelevant and overlapping questions, which stretched the 
interview time unnecessarily, making the interview session 
an uninteresting exercise for the children. Further 
modifications of the interview schedule were carried out, 
and the shorter version of the poverty interview schedule 
(containing 7 small batches of questions dealing with the 
description, characteristicsq transformation, elaboration, 
and evaluation of wealth and poverty, charity and personal 
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description, see Appendix B. 1 for the British poverty 
interview schedule and Appendix B-2 for the Indonesian 
translation) was used in the main study. 
THE MAIN STUDY 
6.2.2 Subjects 
6.2.2.1 British subjects 
Age 
The subjects in this study were 160 school children, aged 
five, seven, nine and eleven years, with equal number of 
boys and girls in each age group. 80 children were recruited 
from three public schools in Surrey (Guildford and Cranleigh 
area) and two state schools in Guildford supplied the other 
80 children. 
(ii) Socio-economic status 
Although information about parental occupations was sought 
from the school and the subjects themselves, only a fairly 
general information could be obtained from the schools. 
more formal stratification analysis could not therefore be 
carried out, although it would have been desirable 
(a) The public school subjects: As far as fathers, 
occupation was concerned and as far as could be ascertained, 
around 80% of them were in professional or managerial 
positions, or as owners of businesses and other commercial 
enterprises. 
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(b) The state school subjects: The fathers' occupation was 
classified as 44% semi-skilled or unskilled, 18% clerical, 
17% sales and managerial. 19% of the low SES subjects came 
from single parent families, with non-working mothers. 
(iii) Previous school experience 
The majority of the five year old subjects from the public 
school had attended play groups before they started their 
compulsory education. However, the county first school which 
participated in this study had pupils that came from 
deprived families. These deprived children, according to the 
Head Teacher, were sent to nursery schools before they 
started their primary education. The rest of the five year 
old subjects from this school attended play groups before 
they commenced their primary school. 
6.2.2.2 Indonesian subjects 
(i) Age 
An equal number of Indonesian school children from two 
social and four age groups participated. The high SES 
subjects were recruited from a private school, while a state 
primary school and a private kindergarten school supplied 
the low SES subjects. 
When the present study was carried out (Summer 1990), a 
change in the school admission policy had been implemented, 
such that children of six years of age were allowed to 
start their primary education in the state school, whereas 
previously the entrance age was seven years old. 
As a 
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consequence of the new policy, the seven year old subjects 
from the low SES group consisted of state school children 
from different grades. Private schools, on the other hand, 
have adopted a more flexible approach to this regulation. 
Although kindergarten education was a desirable prerequisite 
for private schools (not necessary for state schools), they 
generally set up their own admission policy. 
(ii) Socio-economic status 
(a) private school subjects: The high SES subjects were 
drawn from a private school. The private school 
participating in this study has become a favourite of the 
parents living in the surrounding area. The location of the 
school is in the southern part of Jakarta, a favoured 
residential area for the expatriates and the local rich as 
well. The school was established in 1984, and Islamic 
teachings were observed in the school, as for example in the 
dress code for staff, and praying in the afternoon. A 
combination of modern ideas in terms of provision of 
resources and a more religious approach to education was 
implemented in the school. 
The school recorded only the occupation of the parents 
(mostly the fathers), but from this occupations it could be 
safely assumed that the parents had at least senior high 
school education and many had university degrees. The 
occupations of the parents were a mixture of professionals 
(e. g. doctors, university lecturers), private entrepreneurs, 
high-ranking employees in companies and other business 
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institutions, civil servants, musicians or artists. 
state school subjects: The seven, nine and eleven year 
olds from a low social background were recruited from a 
state school which also participated in the pilot study (no 
subject in the present study participated in the pilot 
study). The school was located on a busy main road in 
central Jakarta. A private kindergarten school provided the 
five years old children in this low SES category, as no 
state kindergarten school could be found. The school was 
also located in the central part of the city, in the middle 
of a crowded residential area. There was only one classroom, 
with one teacher and her assistant. It should be noted that 
as a reflection of the country's population, the majority of 
the children in the state school and the private 
kindergarten (i. e. the low SES children) were also Moslem 
and that religious teaching is included in the curriculum. 
Although the population of school age children was reported 
to be decreasing in Jakarta as the result of a family 
planning programme, some state schools still have to be used 
extensively, i. e., by running classes in the morning and 
afternoon. The state primary school which participated in 
the present study was an 'afternoon' school, with classes 
held from 12.30 to 17-00 hours (shorter hours for children 
under the third grade). In the hot climate of a tropical 
country, afternoon schools understandably were not very 
popular with parents. Nevertheless, for various reasons, 
some parents did not have the choice to send their children 
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to a morning school. 
As far as parental education (in the state primary school) 
was concerned, the school records only gave a very general 
picture. Most of the fathers had only attended primary or 
junior high school. In terms of occupation, many were self- 
employed as small traders or street peddlers, clerks or 
employees, low level civil servants, and labourers. A number 
of parents were unemployed, and some families had to rely on 
their older children's job to support the household income. 
The poverty of some of the families was clearly reflected in 
the children's school uniforms and general appearance. 
The five year olds came from relatively better families than 
the rest of the low SES subjects. They had younger parents, 
some of whom had attended senior high school, and had better 
jobs. Due to the age of the parents, in many cases the 
subjects were the eldest or youngest child in small 
families, or even the only child. The neighbourhood where 
the children lived could be described as a mixture of upper- 
low and low-middle class. 
(iii) Previous school experience 
All of the seven year old subjects in the private school 
have had kindergarten education. The five year old subjects, 
who were in the last year of kindergarten education, had 
already attended the lower grade of the kindergarten. The 
high SES subjects had at least two years school experience 
by the time they reached age seven. On the other hand, the 
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seven year old low SES subjects have either just started 
their education, or had one year school experience. The low 
SES five year olds in the kindergarten have also just 
started their schooling. 
6.2.3 Procedure 
Each child was seen individually by the researcher in their 
respective schools, and usually interviewed in an unused 
office. After an introduction and small talk to put the 
subject at ease, the general purpose of the interview was 
explained. The interviews lasted approximately 20 to 30 
minutes each. Each interview was written down on the 
individual interview schedule sheets. The disadvantage with 
this procedure was that subjects had to talk more slowly 
(which the British subjects already did, seeing that the 
researcher was a non-native), in order to give the 
researcher time to write down what they said. However, the 
advantage of having comprehensible interview data was felt 
to compensate for this disadvantage. 
6.2.4 Methods of Analysis 
Both sets of the interview data (British and Indonesian) 
were content analysed according to the content categories 
developed in the Indonesian pilot study. It is important to 
note that there was no assumption of hierarchy or different 
levels of conceptual development behind the construction of 
the different categories. For example,, reference to 'God's 
will, was not taken as meaning that the child 
had less 
mature cognitive structure compared to the one who referred 
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to 'effort', but merely that the two children held different 
perceptions or beliefs. 
Some of the questions in the interview schedule could be 
answered with multiple responses, while others were single- 
response questions. For the questions with multiple 
responses, the percentage was calculated for the response 
categories; while for the nominal data, chi-square tests 
were performed to examine whether age was associated with 
the response category, and for the presence or absence of 
social class differences (Appendix C. 1 Table 5 for the chi- 
squared analysis of the British sample and Appendix C. 2 
Table 5 for the chi-squared tests of the Indonesian sample). 
Having screened the quantitative data and after the 
preliminary analysis, it was apparent that there was not 
much difference statistically between the five year olds 
and the seven year olds, and between the nine year olds and 
the eleven year olds. Therefore, for the statistical 
analysis, the five and seven year olds were combined into 
one group, i. e. a 'younger' group, and the nine and eleven 
year olds became an 'older group'. It was realised that 
collapsing the age groups into 'younger, and older, may have 
a disadvantage, i. e. that some information in a particular 
age group might be lost in the process. Cognitive 
developmental theory suggests that around the ages of 7 and 
8. qualitative changes in thinking, from pre-operational 
to 
concrete operational, occurs. From Vygotsky point of view, 
although before adolescence children produce 
different types 
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of representation, there is no suggestion of stage-like 
progression. This study was not primarily concerned with 
stages in the understanding of economic reality; therefore, 
the disadvantage of collapsing the age groups into younger 
and older was felt to be minimal. 
6.3 RESULTS 
6.3.1 British results 
The aims of the study are to examine social class and age 
differences in children's understanding of economic 
inequality, i. e. how children describe, explain and justify 
the difference in wealth. Table 6.1 presents the 
percentages of the responses for the descriptions and 
explanations for wealth and poverty, and Table 6.2 presents 
the chi-squared analysis of some of the questions related to 
the main issues (further detail of the rest of the analysis 
in Appendix C. 1). 
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Table 6.1. Descriptions of, and explanations for, wealth and poverty 
(British sample): 
De scription of W ealth (in %) Description of Poverty (in 
H-SES, L-SES H-SES L-SES 
Question: younger older younger older younger older younger older 
Description: 
possession 73.13 79.93 84.61 68.29 68.33 71.23 68.52 74.67 
non-possession 26.87 20.07 15.39 31.71 31.67 28.77 31.48 25. ý "I 
Explanations: 
individual 72.50 61.11 34.15 67.35 52.50 62.50 30.00 72.09 
external 15.00 38.89 34.15 32.65 42.50 37.50 25.00 27.91 
supernatural 2.5 0 2.43 0 2.50 0 0 0 
other 0 0 0 0 2.50 0 27.50 0 
D. K 10.00 0 29.27 0 0 0 17.50 0 
Table 6.2 Chi-squared tests for social class and age groups 
H-SES L-SES Chi-square test 
Question young old young old social class age 
N= 40 40 40 40 H-SES vs L-SES young vs old 
justification for 
economic inequality: 
1. individual factors 17 26 9 25 X2 = 7.64 X2 = 30.72 
2. external factors 4 8 2 6 df = 4 df =4 
3. supernatural 1 0 0 1 NS P<0.001 
4. other 13 2 10 8 
5. don't know 5 4 19 0 
rich can be poor: 
27 39 23 35 X2 = 3.72 X2 = 27.84 1. yes 
2. no 13 0 15 2 df = 
2 df =2 
3. sometimes 0 1 2 3 NS P<0.001 
poor can be rich: 
24 38 25 32 X2= 1.02 X2 = 25.47 1. yes 
2. no 13 0 15 3 df = 
2 df =2 
3. sometimes 3 2 0 5 NS P<0.001 
child of rich parent 
is also rich: 
25 24 23 31 X2 = 14.57 X2 = 13.40 1. yes 
9 2 16 6 df = 2 df = 2, 2. no 
3. not always 6 14 1 
3 P<0. 001 P<0.01 
child of poor parent 
is also poor: 
33 30 30 37 X2 = 5.69 X2 = 5.26 1. yes 
2 4 10 0 df = 2 df =2 2. no 
3. not always 5 
6 
10 
3 
1 
NS NS 
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(i) Descriptions of rich and poor people. 
As shown in Table 6.1, the descriptions of rich and poor 
were mostly made in terms of possession. Some of the five 
years olds (15% from the high and 47.5% from low SES 
groups), described 'poor' as to mean 'poorly, not well, or 
ill' 
Explanation and justification of economic inequality 
The three categories for the explanation and justification 
of wealth and poverty are individual factors (study, work, 
savings, betting), external factors (e. g. family background 
or inheritance, and accident), and supernatural factors, 
mostly in terms of God's will. It should be noticed that as 
with the description of wealth and poverty, the questions 
for the explanation and justification of economic inequality 
are also multi-response questions; thus, the response cate- 
gories are not mutually exclusive. 
Individual factors seemed to be the preferred explanation 
for wealth and poverty for a large proportion of subjects 
from both social backgrounds; 64% (high SES) and 53% (low 
SES) of the explanation of wealth, and 58% (high SES) and 
52% (low SES) of responses for explaining poverty referred 
to factors such as work/lack of (hard) work, saving or 
thriftiness/spendthriftness. 
Explaining poverty seemed not to be an easy task for the 
low SES five year olds. Further analysis showed that 
compared with their same age peers in the high SES group 
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(20%), a high percentage of these low SES children (50%) 
failed to give an explanation. One possible reason for this 
failure is that access to information about economic 
inequality is less available to the low SES young subjects. 
As have been suggested, child-rearing practices may vary 
between parents of different social class background. For 
example, Ochs (1984), observing white middle class families 
in the United States, found that mothers in these families 
were skillful in using prompts, guesses, expansions and 
simplification, to put their viewpoints across to the 
children, and to clarify the children's presumed viewpoints. 
Thus, it was the parents who helped the children to clarify 
ambiguous speech by for instance, expanding the utterances. 
It could be that the use of prompts and expansions may be 
less extensive in lower class milieu, thus limiting the 
child's capability in her verbal explanations. However, as 
these explanations were not tested directly in this study, 
they have to be regarded as tentative. 
Compared with younger subjects (32.5%), older children 
(63.75%) were more likely to justify economic inequality in 
terms of individual factors (X2= 30.729 df = 41, p<0.001). 
Differences between social classes were found in the younger 
age group, mainly because a large proportion of the younger 
low SES children (47.5% vs 12.5% from the high SES group) 
could not give any justification for economic inequality at 
all (X2= 12.69, df = 4, p<0.05). 
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(iii) Individual Mobility and Social Change 
(a) Individual Mobility 
Compared with older subjects, more younger subjects 
perceived wealth (2.5% vs 35%) (X2= 27.84, df= 2, p<0.001) 
and poverty (3.75% vs, 35%) (X2= 25.47, df = 2, p<0.001) as 
more lasting. To examine further the idea of the 
'permanency' of economic inequality, the subjects were asked 
if the child of rich/poor parents were also rich/poor. There 
were more high than low SES subjects (25% vs 5%) (X2= 14.57, 
df = 2, p<0.001) and more older than younger subjects 
(21-25% vs 8.75%) (X2= 13-40, df= 2, p<0.01) who thought 
this was not always the case. Concerning the child of poor 
parents, subjects seemed to show a higher degree of 
consensus between themselves, i. e. the majority agreed (more 
than 75% from all groups) that the child of poor parents was 
also poor. 
Social class (X2= 8.12ý df = 2, p<0.05) and age effect were 
revealed (X2 = 7.31, df = 2, p<0.05) only in relation with 
the children of poor parents; high SES and older subjects 
believed the child was poor from birth, while low SES and 
younger subjects thought the child was poor at a later age. 
It can be suggested from this result that the older and more 
privileged subjects perceived poverty as more 'fated', i. e., i 
a child can be born into poverty, although not necessarily 
into wealth. 
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Social Change 
Children's understanding of how to improve the economic 
state of poor people was found to be related to their age: 
in comparison to none from the older group, 30% of the 
younger subjects could not give any suggestion (X2 = 39.00, 
df = 3, p<0.001). The rest of the subjects favoured the idea 
that society, i. e. other people, helped the poor by, for 
example, giving them money. The idea that others gave to the 
poor was found to be increasing in the 6 to 11 year old 
subjects in Leahy's (1983) study, and the suggestion put 
forward was that young children perceived the economy in 
egocentric-dependent terms, in which other people were seen 
as care givers and generous. However, an alternative 
explanation is that younger children in Britain have been 
exposed to, and possibly also been involved in, activities 
related to charity. It could be that children see other 
people as generous and caring, but the idea is generated by 
their experience in a particular social environment. 
(iv) Evaluation of wealth and poverty 
An age effect was shown regarding the poor people; more 
younger subjects (35% vs 2.5% from the older group) believed 
poor people could not be good (X2= 28.67, df = 2, p<0.001). 
Further analyses showed that in both the high (X2= 15.66, df 
2, p<0.01) as well as in the low SES (X2= 18.63, df 2, 
p<0.001) groups, negative stereotypes about poor people were 
persistently manifested by the younger children. 
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(v) Education 
The majority of the younger subjects (82.5%) did not believe 
that poor children attended school, while the older children 
either thought that poor children went to school or at least 
some of them did (X2= 55.73, df = 2, p<0.001). About half of 
the subjects from both social groups believed that poor 
children did not go to school. 
(vi) Personal description 
The high-SES younger subjects were almost equally divided in 
describing themselves as either rich or 'in-between', while 
90% of the older children perceived themselves as 
in-between. On the other hand, a larger proportion (47.50%) 
of the low-SES younger subjects categorised themselves as 
rich (47.50%, compared to 20% and 27.50% who perceived 
themselves as poor and in-between), whereas the older 
subjects tended to see themselves as in-between. 
To summarise, British children from different social 
backgrounds and age groups described economic inequality 
mostly in terms of possession, and they explained and 
justified inequality from the individual factors. However, 
differences in ideas about some aspects of economic reality 
was also manifested by these children. 
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6.3.2 Indonesian results 
The Indonesian study was a replication of the British study. 
Table 6.3 presents the percentages of the responses for the 
descriptions and explanations of wealth and poverty, while 
the chi-squared analysis of the questions associated with 
the main issues is given in Table 6.4 (Appendix C. 2 for the 
rest of the analysis). Marked differences with the British 
findings will be discussed. 
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Table 6.3 Descriptions of, and explanations for, wealth and poverty (Indonesian sample): 
Descriptions o f: Weal th (in %) Poverty (in 
H-SES L-SES H-SES L-SES 
younger older younger older younger older younger older 
Descriptions: 
possession 85.24 89.47 55.32 59.65 82.35 68.42 69.81 54.17 
non-possession 14.76 10.53 44.68 40.35 17.65 31.58 30.19 45.83 
Explanations: 
individual 64.28 93.02 60 90 58.54 88.64 42.50 87.80 
external 14.28 2.33 0 7.5 12.19 68.18 0 2.44 
supernatural 7.14 4.65 0 0 2.44 45.45 7.70 4.88 
other 0 0 0 0 0 0 0 0 
D. K 0 14.28 40 2.5 26.83 0 50 4.88 
Table 6.4 Chi-squared tests for social class and age groups 
H-SES L-SES Chi-square test 
Question young old young old social class age 
N= 40 40 40 40 H-SES vs L-SES Young vs Old 
justification for 
economic inequality 
1. individual factors 19 26 12 29 X2 = 9.88 X2 = 44.65 
2. external factors 4 10 38 df =3 df =3 
3. supernatural 54 12 p<0.05 P<0.001 
i4. don't know 12 0 24 1 
rich can be poor: 
1. yes 18 40 8 27 X2 = 12.43 X2 = 41.08 
2. no 22 0 32 13 df =1 df =1 
3. sometimes 00 00 p<0.05 P<0.001 
poor can be rich 2 2 1. yes 24 39 14 34 X = 5.76 X = 34.01 
2. no 16 1 26 6 df =1 df =1 
3. sometimes 00 05 p<0.05 P<0.001 
child of rich parent 
is also rich 
1. yes 33 12 32 29 X2 = 23.82 X2 = 28.62 
2. no 64 89 df =2 df =2 
3. not always 1 24 02 P<0.001 P<0.001 
child of poor parent 
is also poor 
1. yes 35 12 33 27 X2 = 22.10 X2 = 35.90 
2. no 53 7 10 df =2 df =2 
3. not always 0 25 031 P<0.001 P<0.001 
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(i) Descriptions of rich and poor people 
The majority of subjects from both social and age groups 
referred to possession in their description of wealth and 
poverty (Table 6.3). 
(ii) Explanation and justification of economic inequality 
Like the British children, the Indonesian subjects mostly 
mentioned individual factors in their explanation of wealth 
and poverty, Table 6.4 shows that there were differences 
between the social class and age groups in their 
justification for economic inequality. A substantial 
proportion of the five year olds, from the low as well as 
high SES groups, failed to give an explanation and/or 
justification for economic inequality. Two contrasting 
environmental influences have been advanced by Connell 
(1977), i. e. free-floating information and information that 
is tied to specific social position. It could be that in the 
Indonesian context, information about wealth and poverty is 
not only social class-related but also age-tied, i. e. for 
young children especially from low SES, access to economic 
related information is quiet restricted. A different 
alternative is that the younger children failed in the task 
because of their limited cognitive structures, and this 
account fits the cognitive developmental view. 
(iii) Individual Mobility and Social Change 
As shown in table 6.4 transition from rich to poor or vice 
versa was thought to be more possible by the older and high 
SES subjects. Further analysis revealed that high and low 
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SES groups differed only in the younger age (X2 = 4.06, 
df = 1ý P<0.05). 
From the findings, it seems that low SES subjects from all 
age groups firmly believed that wealth was more stable, 
i. e. it was fairly unlikely that rich people would become 
poor; whereas the chance of poor people becoming rich was 
seen as greater by the older but not the younger low SES 
subjects. This belief is more likely a reflection of the 
social representation about the 'chance' factor in economic 
life that exists in the low SES group; however, this is an 
assumption that needs to be examined independently. 
The high SES children put the emphasis for social change in 
the hands of society or other people (47%), whereas a larger 
proportion of low SES subjects' responses (34%) stressed 
that poor people had to help themselves. 
(iv) Evaluation of wealth and poverty 
Although most subjects believed rich people could be good, 
more younger subjects in the low SES group than in the high 
SES group did not think rich people could be good (X2- 
6.328, df = 1, p <0.05). Concerning poor. people, overall 
subjects believed that poor people could be good. Again more 
younger subjects in the low SES group compared to the high 
SES group thought the poor could not be good (X2= 6.909 df 
= 1, p<0.01). This finding is rather puzzling, as it shows 
that low SES younger subjects perceived both rich and poor 
people as not good. A likely explanation is that the term 
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'good' itself is confusing; some of the younger low SES 
children misinterpreted the word 'good' with reference to 
themselves, i. e. whether rich or poor people were good to 
them. 
(v) Education 
With regards to education for poor children, more varied 
responses were given by subjects. The low SES group was 
almost equally divided in their agreement or disagreement on 
whether poor children attended school; on the other hand, 
only around 25% of the high SES subjects agreed that poor 
children attended school, while another 25% denied it. The 
rest (46%) perceived the possibility that some poor children 
might go to school and some others might not (X2= 41.54, df 
= 2, p<0.001). A higher proportion (more than 60%) of the 
younger subjects did not think poor children went to school, 
while in the older group a larger proportion (46%) believed 
they attended school and only 20% thought poor children did 
not go to school. At the same time, more older subjects than 
younger ones perceived the possibility that poor children 
were not a homogeneous group; therefore, some children went 
to school and others probably did not ( X2= 28.31, df = 2, 
P<O. 001 ). 
(vi) Personal description 
62.5% of the younger high-SES children described themselves 
as rich, while almost all (90%) of the older children chose 
the category 'in-between'. In the low-SES group, just over a 
half of the younger (52,50%) as well as the older children 
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(55%) perceived themselves as poor. 
In summary, the most favoured description for economic 
inequality by the Indonesian children was also possession. 
Individual factors were again referred by these children to 
explain and justify economic inequality. In many instances, 
more differences between the social groups are manifested in 
the Indonesian sample than in the British sample. 
6.4 COMPARISON BETWEEN TlýE BRITISH AND INDONESIAN SAMPLES 
The studies, in England and Indonesia, on children's 
understanding of economic inequality have been presented. 
Within each culture, social class and age differences have 
been indicated. Across culture, the results of the present 
study show similarities and differences as well. 
Similarities are found not only in terms of the presence of 
age and social class effects in each culture, but also in 
the content of economic understanding. The two cultures are 
similar in that the description of rich and poor people is 
mostly made with reference to possession, and economic 
inequality is explained and justified by reference to 
individual factors. The youngest children from the two 
countries found the task of explaining/justifying economic 
inequality difficult. In addition, most older children in 
both cultures agreed that poverty is more extensive, and 
with their counterparts from the middle class groups also 
believed that a hierarchy of wealth exists. Awareness of 
social class difference was displayed 
by the high SES group 
from both countries from an earlier age. 
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From the socialisation point of view, especially as 
represented by Vygotskyl sociohistorical approach, 
internalisation of values and ideas in a particular society 
occurs through the child's social interaction with adults. 
As development progresses, ideas become more widely shared 
between members of the society. Thus, it is reasonable to 
assume that as children grow older, they possess more 
knowledge about their social world because of the continuous 
social interactions with other people in their culture. 
Since social context or culture plays a central role in the 
development of the individual's higher mental process, and 
as Jahoda (1978) suggested 'culture' can also mean sub- 
units such as social classes, children living in different 
cultures or social classes may internalise different social 
values and ideas. As McGillieuddy-DeLisi (1982) has 
suggested, parents have their own belief systems about 
development, which may have been influenced by their 
experience as a child. Moreover, Goodnow et. al. (1984) and 
Casmore and Goodnow (1985) have also argued that the belief 
systems are connected to parents' cultural backgrounds, 
hence, they are cultural scripts. 
Thus,, for example, the high SES children, even from a 
younger age, have already had some ideas about ways to 
improve poor people's economic status. By inhabiting a 
richer social milieu, the young high SES children are 
presumably in a more advantageous position to be exposed to 
and involved with charity activities. It could be suggested 
that in the middle class environment, concern for, and 
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awareness of, social problems are part of the family's 
conversation. On the other hand, it can also be argued that 
in real life it is the poor who talk more about charity, 
because they are the recipient of, for example, social 
benefits (--*L. e. in Britain). 
Despite these reported similarities between the two 
countries, there are also remarkable differences. In one 
culture age effects are indicated, but in the other culture 
social class distinctions are manifested as well. Social 
background differences are present but only for certain age 
groups. Moreover, the content of the children's accounts of 
economic inequality also often differ. For example, in 
response to the question of how people get to be rich, the 
British younger children's responses were a mixture of 
simplified reality, misperception, and fantasy. People 
become rich because 'they dig for gold', 'find money on the 
ground'. 'get money from the bank/machine,, 'the shopkeeper 
gives them money', 'they buy lots of money from the post 
office', and so forth. On the other hand, people were said 
to get poor because 'they do not dig for gold', robbers 
take their money', and 'people do not give them any money'. 
Poor people consequently could get rich by 'getting money 
from the bank', 'someone gives them money', 'borrowing money 
from rich people so they can get jobs'. The Indonesian 
children's accounts, on the other hand, did not show any 
trace of fantastic thinking such as 'digging for gold or 
finding money on the ground'. 
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In the British sample, stereotypes that poor people are not 
good or clever but that rich people are, is demonstrated 
only by the younger group. These younger children also 
believe that poor people do not work, and poor children do 
not go to school; furthermore, they perceive individual 
upward and downward mobility as less likely to happen. This 
picture of the younger children as having a different belief 
from the older ones is still consistent with cognitive 
developmental theory's assertion that knowledge is 
determined by mental structures,, and that people of 
different ages have different cognitive functioning and 
therefore, think in different ways. The theory also 
emphasises a universal sequence of stages in the development 
of knowledge; hence, age trends should be expected to be 
similar among different social classes and/or cultures. 
However, an alternative is that the age difference in 
economic understanding could be related to the different 
social and cultural environment that the different age 
groups inhabit, rather than the difference in cognitive 
development. It is possible that information about some 
aspects of economic inequality is 'tied-information, 
(Connell, 1977), i. e. more available for older children but 
less so for the younger ones. From the interview with the 
younger British subjects, there are indications to suggest 
that these children perceived poor people as mostly existing 
somewhere outside Britain, with Africa often cited. 
Therefore, through exposure to repetitive but limited 
information from probably the same sources (e. g. the media), 
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younger children acquire their understanding about the 
social world. Their reconstruction of poor people has to be 
seen in the context of information that is available to 
them. 
One feature that is 
Indonesian sample is 
'illness or not being 
subjects, mostly from 
British children have 
meaning of 'poor, be 
found in the British but not in the 
that the word 'poor' is understood as 
well', by some of the youngest 
low SES group. It may be that young 
a rather confused understanding of the 
cause of the dual meanings of the word 
in their language and consequently, in the social 
interaction. The finding supports the argument that children 
do not construct their understanding of rich and poor 
people out of the context of their society, but make a 
reconstruction or 'a guided reinvention' (Rogoff, 1991) of 
the information they have been exposed to in their 
interaction with members of their society. 
The Indonesian results, on the other hand, present a more 
complicated picture: the groups' perception of rich and poor 
people's ability and employment, and of the education for 
their children, are not only related to-their age, but also 
influenced by their social background. Thus, for example, 
like the British younger subjects, the Indonesian younger 
children also believe poor children do not go to school, but 
more of the low SES children are confident that they do. 
However, it is also the low SES group who believes that 
downward mobility is less likely to happen, and only the 
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younger members of the group perceive upward mobility as 
less possible. To add to the confusion, the younger low SES 
children also think that rich and poor people cannot be 
good. 
Unlike the British low SES subjects who classify themselves 
as the 'middle, or in-between group, a larger proportion of 
the Indonesian low SES children categorise themselves as 
poor; it is likely that identification with poor people is 
more pervasive within the Indonesian low SES group. No 
social background differences are found in the British 
sample concerning the issue of education; this finding is 
suggested to reflect the children's awareness that in their 
society, with compulsory education, opportunity for studying 
is provided and available for every child. But for the 
Indonesian children, things are not as clear-cut or simple. 
As a result of the INPRES SD (Presidential instruction for 
primary school) programme, in 1984 the enrolment rate for 
the population aged 7 to 12 was 100% (World Bank, 1985). 
However, as Sjahrir (1986) has indicated, the important 
question on the quality of education has not been 
satisfactorily answered by this macro result; the level of 
dropouts and the frequency of repeaters were still high. It 
may be that low SES children are especially aware of their 
disadvantaged position, as there is a greater likelihood 
that their brother or sister has already dropped out from or 
has had to leave school and find some work because of the 
family's financial situation. Thus, more SES differences are 
obtained in the Indonesian results as there may be a larger 
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discrepancy between the social groups. 
This is not to say that no social class distinction exists 
in the British results. In addition to age effects, the two 
social groups differ in their view about the inheritability 
of wealth, in which the low SES group believes that wealth 
was inheritable, i. e. the child of rich parents is also 
rich, while consensus is shown regarding the inheritability 
of poverty. On the other hand, social background 
differences are only found in the older age group in the 
Indonesian sample, where the older low SES children 
consistently express their conviction that wealth and 
poverty are both inheritable. The different conception about 
this particular aspect of economic inequality are presumably 
embedded in the cultural scripts in each country. Economic 
reality in Indonesia is such that, with increasing age, the 
less advantaged group perceives the continuity and stability 
of the existing status quo, as far as economic inequality is 
concerned. On the other hand, the British high SES 11 year 
olds are conscious that children of rich parents are not 
always rich; it is possible that these children have 
absorbed the notion (Protestant Work Ethic) that if people 
are not always vigilant and cautious, they may lose what 
they have. This perception is shared by the older children 
who, probably because of their age, have more opportunity to 
be exposed to different socialising influences, as for 
example to school which is said to have middle class 
values - 
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6.5 CONCLUSIONS 
The present study has examined children's understanding of 
economic inequalitY in two cultures, Britain and Indonesia. 
Overall, the results seem to confirm findings from other 
studies (e. g. Connell, 1977; Danziger, 1958; Leahy, 19819 
1983). Age trends and class differences are manifested 
within each culture regarding the various aspects of 
economic inequality. Across culture, similarities and 
differences have been exhibited by children from different 
social backgrounds and age groups in their understanding of 
wealth and poverty. Convergence is shown by both cultures in 
their reference to possession as the distinguishing 
characteristic of rich and poor people. It suggests that 
socialisation to materialism occurs not only in the 
developed and industrialised countries, but also in 
developing nations like Indonesia. 
Differences between the two cultures have also been 
discovered, and these differences are thought to be embedded 
in the particular societal systems of each country, and in 
the particular social and cultural scripts or constructions 
that are provided or accessible to people who occupy 
different membership groupings in the society. In other 
words, these differences cannot be accounted for by 
Piagetian cognitive developmental theory alone. 
In the next chapter, one possible source of the cultural 
scripts for children's economic understanding, fairy tales 
and reading books, is investigated. 
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CHAPTER 7 
ANALYSES OF FAIRY TALES AND READING BOOKS 
7.1 INTRODUCTION 
The studies of children's understanding of economic 
inequality in Britain and Indonesia (Chapter 6) have shown 
that young children mainly describe economic inequality in 
terms of external attributes, especially differences in 
material possessions. Previous studies (e. g. Baldus and 
Tribe, 1978; Jahoda, 1959; and Mookherjee and Hogan, 1981) 
have found that young children are able to recognise social 
class differences on the basis of the person's observable 
attributes, e. g., the way they dress and the material things 
they possess. A question that arises out of these findings 
is, what are the potential sources of children's knowledge 
about economic reality (e. g. economic inequality and social 
stratification)? 
In Chapter 4, it was suggested that a potential source of 
economic information for children is children's fairy tales 
and reading books. One of the features of fairy tales that 
Moore (1975) has noted is the extent to which money and 
property are presented. To date, attention to fairy tales 
as a socialising agent has concentrated on their role in 
moral education and gender-role stereotypes. This study 
takes a different course, and focuses on the economic 
content of fairy stories and other reading books and their 
potential role in children's economic socialisation. 
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This chapter examines how far fairy tales and school 
reading books contain economic information or ideas about 
wealth, poverty, property, possession, in addition to 
information about morality and gender-roles. A comparative 
study of children's fairy stories and reading books in 
Britain and Indonesia has been conducted. The aims of this 
study are: 
firstly, to examine the extent to which 'classical, or 
traditional fairy stories and reading books from both 
countries have economic content and, 
secondly, to examine the similarities and variations in the 
structure and content of economic information in fairy tales 
and reading books in both cultures. 
7.2 METHODS 
7.2.1 Procedure 
Content Analysis 
Content analysis has been used in different disciplines to 
answer the need to structure large quantities of 
unstructured material into more interpretable' data. For 
example, McClelland (1961) used it in his cross-cultural 
study among contemporary nations to examine the level of 
achievement motivation in children's stories; Blumenthal 
(1976) content analysed picture story books to study the 
influence of models on the moral education of Chinese 
children. It has also been used to identify the advantages 
and disadvantages of automation 
(ATMs) in banks and building 
societies (Burgoyne, et. al., 1990). 
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Spiggle (1986) examined the social values of the mainstream 
(American) society and the counterculture by content 
analysing the character and commercial symbols in Sunday 
comic strips and underground 'comix, (the term used by the 
author to differentiate the underground from the mainstream 
comic) books. The findings of the study, that the hero 
characters in comix books were wealth-oriented and pro- 
commercialism, were somehow unexpected by the author, as 
materialism and commercialism were the assumed values of the 
mainstream culture. The result can however be interpreted as 
showing the socialising effect of materialism and 
commercialism in the American culture, that even the 
counterculture is not able to resist or counter it. On the 
other hand, the findings may also reflect the sarcastic and 
cynical attitude of the counterculture towards the 
mainstream society in which affluence and consumerism have 
become the overriding goal. 
Content analysis has been frequently used in investigations 
in which the research question can be answered directly from 
a description of the attributes of the content. The focus in 
content analysis is usually on the messages' or substance 
of communication material (the I what I question) . although 
it 
has also been used to analyse the motives or intentions 
(the 
'why, or 'how' question) of the communicator, or the 
(presumed) effect of the communication content upon the 
behaviour, attitudes or feelings of the audience, i. e. the 
readers or listeners ('with-what-effect, question). 
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Consistent categorisation rules are fundamental in deciding 
whether to include or exclude certain content or category, 
because content analysis stands or falls by its categories 
(Berelson,, 1952). The conceptual definition of the 
categories has to reflect the purpose of the study, i. e. 
that they can answer the research question. The categories 
must also be exhaustive and mutually exclusive. Each 
content item or datum can be placed in a category cell but, 
on the other hand, no content item can be categorised into 
more than one cell. Finally , the categories must not be too 
broad or general that they have little specific meaning, or 
too narrow that they become too specific and the coded data 
are little or no different from the raw material (Holsti, 
1969) . 
It was felt necessary to first conduct a series of pilot 
studies to examine the nature of economic ideas in fairy 
tales. 
7.2.1.2 Pilot Study of Fairy Tales 
(i) Economic content of fairy tales 
The first stage in the pilot study was to examine the extent 
to which 'classical, or traditional fairy stories have 
economic content, and whether there is a particular 
evaluation attached to the economic notions. Nine stories 
were selected from The Complete Fairy Tales and Stories of 
H. C. Andersen and another seventeen stories were taken from 
The Fairy Tale Treasury. The books were recommended by the 
librarian (at the Guildford town library) on duty on the 
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basis of their popularity among young readers. The books 
were borrowed from the town's local library, on the 
consideration that the public library is accessible to the 
general public and that therefore, the books are potentially 
available for children to read. 
A coding system with five content categories (i. e. poverty 
or poor; wealth or rich; property or ownership or 
possession, with five sub-categories namely,, land, house, 
money, precious metal/stone, and carriages; work; and need 
or want) was used to analyse each story. Each content item 
identified in the stories is assessed according to a 
positive, neutral or negative evaluation. A content item is 
defined as negatively evaluated, if a negative or 'bad, 
qualifier is attached to that item. For example, to be rich 
is evil or wicked, or the rich are greedy. Neutral 
evaluation is accorded to an item,, when it is mentioned 
without any evaluation. Lastly, a content item is evaluated 
positively, if a positive or 'good' qualifier is given to 
it. For example, in expression such as 'poor people are 
kind I. 
The frequency of items in each category and their evaluation 
was counted, and the results of the analysis demonstrate 
that traditional fairy stories contain economic related 
concepts. Ownership or possession of property, i. e. house, 
money, precious metal/stones, carriage, accounted for 
almost 90% of all the content items that were identified in 
all the stories, and most content items were evaluated in 
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neutral terms. 
It is realised that the same fairy tales may have been 
published, in a more or less elaborate versions of the 
original, by different publishers. The wording of these 
published fairy tales is also likely to differ; moreover, 
some translators may have been more verbose than others. 
However, with random selection, the chance for a 
particular book to be included in this study is equal. In 
his discussion of the issue of quantitative versus 
qualitative content analysis, George (1959) stressed that 
non-frequency or qualitative analysis may often give better 
indications as to the intentions of a particular reader, 
sentence, or paragraph, than the usual or standardised 
quantitative analysis. The present study found that fairy 
tales contain economic information. In the subsequent 
analysis, the non-frequency principle will be applied, for 
each character the presence or absence of each content 
category is identified. 
(ii) Correspondence between content categories 
The next stage in the pilot study was to examine the 
correspondence between content categories. Fifteen stories 
were chosen randomly from the Grimms' book, The Wedding of 
Mrs. Fox. Content analysis was performed for each character 
using an expanded category system, which included gender, 
evaluation (good or bad), wealth (rich, poor or transition 
from poor to rich), social status (high, middle, low, or 
transition from low to high), economic activity (purchaser 
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or supplier, borrower or lender) , property ownership, and 
personality characteristics (generous or mean). Personality 
characteristics were included in the category system to 
examine the assumption that the Protestant Work Ethic (PWE) 
concept was depicted in fairy tales. The categorical data 
matrix was then subjected to a correspondence analysis to 
examine the relationship between the content categories. The 
results of the correspondence analysis were expected to show 
the moral content of fairy tales, the interrelationship of 
the economic and moral content, the transition of social 
status, and gender-stereotyping that some authors have 
indicated. 
Correspondence analysis is primarily a technique for 
displaying the rows and columns of a two-way contingency 
table. Presenting the table in two or three dimensional 
graphical displays provides an understanding of the nature 
of the association or relationship between different 
variables in the rows and columns (Greenacre, 1984). In 
correspondence analysis, numerical scores are assigned to 
the columns and the rows of a data matrix to maximise their 
interrelationship. The scores are in corresponding units, 
and the representation of the variables in the same space 
can reveal the structure and patterns inherent 
in the data. 
Correspondence analysis belongs to the group of methods 
known as "exploratory data analysis" (Hoffman and 
Franke, 
1986) - 
In the present study, correspondence analysis was used 
to 
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explore the relationships between the content categories. 
Twenty three characters with at least two category 
information were identified, and this data matrix was 
subjected to a correspondence analysis CORRES (Hammond, 
1987). The analysis produced three 2-dimensional plots, in 
which the first plot showed the relationships between the 
columns, i. e. the content categories or characterisations, 
the second plot displayed the correspondence between the 
rows, i. e. the characters or figures in the stories, while 
the third plot was a joint plot of the first and second 
plots. Each point on the plot represents one characteristic 
(or category), and the distances between the points reflect 
the similarities between the categories. In other words, 
the closer the points are on the graphical display, the more 
similar their profiles. 
The results of the correspondence analysis of the characters 
in Grimms' fairy tales revealed that the categories were 
related with one another in a number of interesting and 
understandable ways (Appendix. D for the plot of the 
relationship between the characteristics). For example, 
high social status was closely related to wealth and 
property ownership, whereas low social status was associated 
with poverty. Male characters were depicted as 
bad, but 
also generous. Transformation from poverty to wealth, 
and 
from low to high social status, were closely associated with 
characters that were depicted as 'good'. 
Very low frequency 
of economic activity was 
described for the characters in the 
stories - 
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Examining the characters, two stereotyped characterisations 
seemed to emerge. The first was that female (mostly young 
girls) and low status male figures were the representations 
of goodness, and secondly, high status characters were royal 
or characters who experienced transition and became members 
of the royalty. 
The pilot analyses of fairy tales have shown that fairy 
stories do indeed contain economic information, and the 
content categories are related in certain understandable 
ways. Another consideration before the content categories 
are used for the study of fairy tales and reading books in 
Britain and Indonesia, is to examine the reliability or 
consistency of content categories' allocation, that is, can 
they be used by another analyst to analyse the same material 
and produce the same results? 
(iii) Inter-rater reliability of the content categories 
In the present analysis, the recording unit - the specific 
segment of the content that is characterised by placing it 
in a given category (Holsti, 1969) - consisted not only of 
single words (for example, poor or rich), but also of 
grammatical units (sentence or paragraph). By using 
grammatical unit as the recording unit, inferences about the 
presence or absence of a particular content category 
for a 
certain character could be made. Reading books 
from The 
Ginn Reading Programme were used in this analysis. Only 
books from level 7 to 11 , i. e. for readers 
between 7 -10 
years, were available in the school the author visited. 
In 
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all, twenty six books were analysed. The content of the 
books covers different areas, such as science, travel, 
fairy and folk tales. 
The content categories used for the present study were the 
expanded version of the categories used in the third stage 
of this pilot study. The categories included (Appendix E for 
the coding system): 
(i) gender 
(ii) evaluation of the characters as good or bad, and also 
whether characters make the transition from good to bad or 
vice versa, 
(iii) status of wealth, such as poor, rich, transition 
from poor to rich, and vice versa, 
(iv) Social status (high, middle, low), and transition from 
low to high, and vice versa, 
(v) Economic activities, such as buying, selling, lending 
and borrowing, 
(vi) Ownership of things and property, 
Personal characteristics, such as generosity, mean, 
greedy, industrious, and lazy, 
(viii) Personal relationship, like benefactor and 
beneficiary, 
(ix) Consequences of behaviour, such as reward and 
punishment. 
Categories related to personal characteristics (vii), 
personal relationship (viii) and consequences of 
behaviour 
(ix) were added to examine the assumption that the economic 
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content of fairy stories was interrelated in some ways with 
the moral notion. 
The content categories were given to a Psychology 
undergraduate student, and after some briefing by the 
researcher, the categories were used to analyse the same 
reading books that the researcher had analysed. For the 
various groups of content categories described above, Cohen 
Kappa k varied between 0.70 and 0.93. This level of 
reliability was considered sufficiently high to warrant 
continued use of the categories in the main study. Kappa K 
was lower for some categories due to the ambiguity of the 
wording or sentences in fairy tales, which led to the 
possibility of different inferences; this problem was 
solved by discussion. To avoid ambiguous interpretation of 
the content categories, the descriptions of the categories 
were reformulated. 
To conclude, the results of the pilot study have shown that 
besides the moral content that some writers have suggested, 
fairy tales and reading books also contain economic 
information about wealth, poverty, property,, ownership, and 
so forth. Although in terms of 'quantity' or frequency, the 
economic information in fairy tales did not seem to be very 
large, as George (1959) has argued, the mere presence or 
absence of a category can have a more significant meaning 
than a high frequency or quantity. 
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THE MAIN STUDY 
7.2.2 Materials 
7.2-2.1 Fairy Tales 
Fairy tales from Perrault and the brothers Grimm were chosen 
to represent fairy tales in Britain, while published 
Indonesian folk and fairy tales (the stories originated from 
different regions and the authors usually unknown) which 
were available in bookshops in Jakarta were randomly 
selected for the Indonesian study. Stories from Perrault and 
the Grimms were selected as they were said to be collected 
from the 'traditional, folk tales, and therefore, were 
considered to be 'original'. Sixteen stories, half from 
Perrault and the other half from the Grimms, were included 
in the British analysis (henceforth called 'British' fairy 
tales); while in the Indonesian analysis 21 folk and fairy 
tales were included. It was apparent that a rather narrow 
range of stories have been included in this analysis; 
however, the samples included popular fairy stories, such as 
Cinderella, Red Riding Hood, Snow White, and so forth 
('British' sample). 
The content categories used in the present study were the 
categories used in the fourth stage of the pilot study. For 
each character in the fairy tales, the presence or absence 
of each content category was identified. After the content 
analysis, the data matrices were subjected to a 
correspondence analysis to examine the relationship between 
the content categories. 
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7.2-2.2 Reading Books 
A sample of English and Indonesian reading books was made 
available for the present analyses. Books from 'One, Two, 
Three and Away, series (books 1,2,3ý 41 91,10 and 12) and 
from The Ginn Reading Programme (i. e. books from level 7 to 
13, or for readers between 7- 12+ years), were chosen for 
the analyses of British reading books. For each level of The 
Ginn Reading Programme, one book was randomly selected; in 
all, 7 books for the older readers and 7 books for the 
younger ones (from the One, Two, Three and Away series) were 
included in the present analysis. Both series of books were 
used in the schools the researcher visited. 
With the implementation of a national curriculum for schools 
in Indonesia, the Ministry of Education also provided books 
for subjects taught in primary schools. Although private 
schools often used different books from those recommended by 
the Ministry of Education, because of the syllabus in the 
national curriculum, school books generally had similar 
content. The books chosen for analysis in the present study 
were the official, or recommended reading books for 
language learning (Bahasa Indonesia), and from the three 
books that were available for each grade (from the first to 
the sixth grade or for children between 6/7 to 12 years), 
two books were randomly selected for each grade; therefore, 
in all 12 reading books were analysed. 
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7.3 RESULTS 
7.3.1 Fairy Tales 
'British' fairy tales 
67 characters, 35 males and 32 females, were identified in 
the 16 stories analysed. 6 content categories had empty 
cells, and therefore were excluded in the subsequent 
correspondence analysis. The rest of the categories had a 
range of frequencies (n) between 1 and 35. Only characters 
possessing at least two identifiable attributes (the 
categories) were included in the correspondence analysis. 
Good characters outnumbered bad characters (32 or 47.8%, 
and 18 or 26.9% respectively), and there was also a slightly 
higher number of rich people than the poor (18% and 13.4%). 
More characters with high social status (26.9%) were found 
in the analysis than characters from low social status 
29.8% of the characters were known to have property. 
Being industrious (13.3%) and getting a reward (12%) were 
more frequent than being punished (8.9%); no character that 
could be identified as idle, was found in the analysis of 
'British, fairy tales. 
From the correspondence analysis (CORRES) three plots were 
created, and these two-dimensional plots accounts for 23.72% 
of the variance. For the purpose of this study only the plot 
that displayed the relationship between the characteristics 
(Fig. 7.1) is presented and discussed (further detail in 
Appendix F-1). The relationship between the individual 
characters is not considered important as it does not convey 
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any relevant information. The plot showed that a 
relationship exists between lender, supplier and low social 
status. On the other hand, purchasing or buying was related 
to a middle status; in some way this result seems to imply 
that to be involved in buying activity, people had to have 
money, and therefore, they could not have come from the 
low status group. 
The second category relationship was manifested between 
property ownership, wealth, male, high social status, 
greedy, bad, mean and punishment. This relationship seemed 
to indicate that wealth and property were mostly owned by 
male characters, and that they were associated with high 
social status. Moreover, the characters were depicted also 
as greedy, bad and mean, and were often punished at the end 
of the stories. 
The third relationship was found between category female 
and good but poor characteristics, and these female 
characters were described as industrious and generous, and 
experienced the 'rags-to-riches' transformation (from low 
status and poor, to high status and rich). The 
transformation usually happened because the characters 
received favours and were rewarded later on. A beneficiary 
and benefactor relationship seemed to exist here. 
To summarise, Perrault's and the Grimms, fairy tales were 
analysed, and repetitive theines in the stories were 
revealed. For example, Cinderella was not the only character 
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in fairy stories who, because of being good and industrious, 
was rewarded with riches and better social status. There 
were also other characters who underwent this kind of 
transformation (e. g. the miller's daughter, Red Rose and 
Snow White), although Cinderella is probably the most well 
known. 
(ii) Indonesian fairy tales 
ý 
61 characters with information about their economic and 
social status were identified, with the range of frequency 
between 1 and 36. Each character must have possessed two 
content variables, to be included in the correspondence 
analysis. There were more male characters (59%) than 
female characters (41%). There were also more good 
characters than bad characters (39.3% 'good' compared with 
21.3% 'bad'). High social status was also more frequently 
depicted (31.1%) than low social status (11.4%), and the 
transformation process was usually from low status to high, 
or from high to low and back to high again, and in terms of 
wealth from poor to rich. There were slightly more poor 
people than wealthy ones (18% compared to 11.5%); however, 
21.3% of the characters were described as possessing 
property. Although the frequency of people being industrious 
was quite high (21.3%), only a very low frequency of reward 
was identified. On the other hand, punishment was found to 
be more common (16.4%) than reward (1.6%), while idle people 
were not that many (6.5%) in the Indonesian folk/fairy 
tales. Other categoriesq for example, purchaser, borrower 
and supplier had low frequencies (less than 2%). 
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The 3 two-dimensional plots produced by the correspondence 
analysis explained 20-63% of the variance (Appendix F. 2 for 
further detail). Several category relationships were 
displayed in the plot (Fig. 7.2). Relationships were found 
between categories bad-good, low-high, poor-rich, recipient 
and reward. Characters that were depicted as undergoing the 
transformation from bad to good, were also described as 
being transformed from low to high social status, and they 
received favours or reward at the end, which made them 
wealthy. 
It was also shown that high status characters were wealthy 
but they were also associated with bad, greedy and lazy 
characterisations, and were finally punished. Characters 
described as borrowers were also distantly associated with 
all these characteristics. 
This interrelationship between economic and moral notions of 
fairy stories was demonstrated by the proximity of the 
categories with each other. Looking carefully into the left 
side of the plot, a separate category relationships seemed 
to emerge showing high-low-high status, good, industrious, 
generous, supplier, and benefactor related to one another in 
some ways. Transformation from high-low-high status occurred 
when gods or goddesses, or royal figures, because of the 
injustice done to them or as punishment, had to live below 
their social position and usually in poverty. But, in the 
end, they returned to their former high status and wealth. 
These characters were also described as industrious and 
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Fig. 7.2 Correspondence between characteristics 
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generous, thus, good characters who helped or saved other 
people's lives (acting as benefactor). 
One idiosyncratic feature of Indonesian fairy tales was that 
poor people were often described as having fields or 
farmland; this may be a reflection of the agrarian nature of 
the country. 
This section has discussed the Indonesian fairy tales as if 
there was a homogeneous Indonesian culture. As a pluralistic 
society, cultural diversity characterises the nation. The 
folk/fairy stories analysed in this study were tales from 
some of the sub-cultures which are popular nationally. One 
prominent theme in the Indonesian tales is the depiction of 
gods/goddesses or royal figures being transformed into 
animal figures. Like human beings, the gods or goddesses 
were punished for their wrongdoing by being sent to live 
with ordinary humans. However, the stories usually had a 
Cinderella-like ending. 
7.3.2 Reading Books 
(i) British Reading Books 
The content analysis of the 14 books produced 64 characters 
with at least two identifiable characteristics. 85.9% of 
these characters were male. A higher percentage of the 
figures were evaluated to be good (48.4% compared to 20.3% 
of bad characters), but they were also described as poor 
(25% to 14.1% of the rich). Transformation in economic 
status from poor to rich, happened to 9.4% of the 
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characters; so did transformation in social status, i. e. 
from low to high (11%); however, the character of the people 
was depicted as more stable, and no transformations from bad 
to good, or vice versa, could be found in these reading 
books. The description of economic activity mostly involved 
selling goods (18.7%), with few buying activities mentioned 
(4.7%). As with the fairy tales, possession of material 
goods was one of the predominant features of the characters 
(32.8%) in the reading books. 
The two principal axes from the correspondence analysis 
explained 24.60% of the variance (Appendix F. 3 for further 
detail). Fig. 7.3 displays the plot of the correspondence 
between the characteristics. 
First, there was some consistency in characterisation, i. e. 
bad characteristic was closely related to mean, greedy and 
punishment. Thus, as with the fairy tales, reading books had 
a strong moral flavour; in this case, bad people received 
their 'just' punishment. 
Secondly, the opposite happened with the good characters 
(those who were good and generous); they. usually became the 
recipient of favours or rewards, and their social and 
economic status were transformed from low to high, and from 
poverty to wealth. These positive characterisations were 
more closely associated with the female figures than the 
male characters. 
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Fig, 7.3 Correspondence between characteristics 
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Thirdly, in contrast to the male characters who were related 
to property ownership but also poverty, the female 
characters seemed not to be related to other 
characteristics. Only one characteristic, generous, could be 
said to be close enough to the female characters. 
(ii) Indonesian reading books 
The results of the content analysis showed the scarcity of 
information about the characters in the books. For one 
thing, the readings in the books were serial readings, i. e. 
the same characters were used again in the subsequent 
chapters and books. Hence only 32 characters with some 
economic information were identified in the 12 books 
analysed and, of these, 75% were male. Good characters 
outnumbered the bad ones (40.6% compared to 9.4%); this may 
reflect the purposive socialising nature of the reading 
books. A large proportion of the characters (40.6%) owned 
property; and while 25% of the characters were identified as 
hardworking or industrious, only a small percentage (6.2%) 
were described as lazy. 
The five content categories of 'bad-good', rich-poor', 
'poor-rich', 'low social status' and 'greedy, had very low 
frequency (3.1%). Empty cells were found for categories 
'poor' and 'high status'; Indonesian reading books 
contained everyday life stories of ordinary people, and only 
one character could be identified as belonging to the low 
social status, while no information about the character's 
economic status was available. The scarcity of information 
185 
about the characters in the reading books was also shown in 
the results of the correspondence analysis. 
The 3 two-dimensional plots produced by correspondence 
analysis accounted for 27-36% of the variance (further 
detail in Appendix F. 4). A sharp division between the 
characteristics seemed to be demonstrated in the plot (Fig. 
7.4), in which the more positive characteristics were 
separated from the negative ones. Therefore, 14 categories 
were grouped together near each other, while the other six 
categories (two characteristics occupied the same space) 
were spread around the periphery of the graph. 
In the first grouping, both genders were related to 
characteristics such as 'good', 'industrious', 'generous' 
and so on. It could be seen that ownership of property was 
in between female and male characters; thus, no systematic 
gender-discrimination existed with respect to possession. 
Industriousness was also located between female and male 
characters, showing again that as far as hardwork was 
concerned, gender stereotyping was non-existent. 
The second categories relationship showed that the negative 
characteristics, i. e. 'lazy', 'bad', 'greedy', 'rich- 
poor', and 'punishment' were in the same dimensional space 
Transition from bad to good was also found distantly 
related to the rest of categories in this dimension. The 
moral content of the reading books seemed to be manifested 
by this category relationship. From the location of these 
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negative characteristics, it may be argued that the 
characteristics were not associated to either gender in 
particular, although the moral connotation of the categories 
was clearly revealed. 
7.4 DISCUSSION 
7.4.1 Comparison between 'British' and Indonesian fairy 
tales 
Parallel content and correspondence analyses was conducted 
for fairy tales available for the British and Indonesian 
readers. Similarities were shown in that both sets of fairy 
tales contained economic ideas and information, such as 
wealth and poverty, social mobility or transformation from 
poor to rich, material possessions, buying and selling, and 
so forth. Among all the categories, ownership of property is 
the content category most frequently identified. This 
finding, i. e. a strong emphasis on possession, seems to 
confirm what Moore (1975) has suggested, that is, to have 
property is the chief goal of fairy tale characters. 
Nonetheless, property was not only important for people 
living in fairy tales time; Dittmar et. al. (1989) and 
Dittmar (1990) have strongly argued that possession is a 
symbol for personal identity for people in contemporary 
Western societies. In an agricultural country like 
Indonesia, property such as farmland has always been a 
valued possession. A character in the Indonesian fairy tales 
can be described as poor; however, this character will also 
be said as possessing a 'Piece' of farmland or paddy field. 
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It was also shown that the economic content of the fairy 
tales is interrelated with the moral content. Bad, greedy 
or mean characters get punishment, while good and 
industrious people are rewarded or elevated from low status 
and/or poverty to high status and/or riches. Transformation 
of status and/or wealth is possible, and occurred not 
because of human or personal effort, but because of the 
intervention of some supernatural power, usually in the form 
of the good fairy (gods or goddesses in Indonesian fairy 
tales). This feature of fairy tales, i. e. the role that 
magic and miracles play in the solution of social and 
economic problems, has also been suggested by other authors 
(e. g. Moore, 1975; O'Connor, 1989). 
Although fairy tales in both cultures are characterised by 
magic and miracles, the content of the magic and miracles in 
each literature reflects the specific cultural background of 
the country; the Hindu influence in the Indonesian culture 
is demonstrated by the presence of gods or goddesses in the 
country's traditional folk/fairy tales, while fairies are 
the traditional bearers of magic in the British fairy tales. 
Interpreting this finding in terms of Vygotskyls idea that 
literature is one of the mediums through-which the 
transmission of consciousness across history is effected 
(Bruner, 1986), the different formula of magic and miracles 
presented in fairy tales from both countries suggests 
differences in the forms of consciousness transmitted in 
each culture, although with regard to economic content, this 
difference seems to be at a trivial level. 
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Interesting differences between the English and Indonesian 
fairy tales do exist. First, a higher percentage of rich 
characters was identified in the 'British, tales than poor 
characters, while in the Indonesian tales it was the other 
way around. Both cultures have descriptions of rich and poor 
people. The existence of this difference has however, to be 
considered with a little caution; the limited sample of 
books analysed could have produced this biased result 
Second, due to the nature of Indonesian fairy tales (gods or 
goddesses sent, as punishments, to live on earth in 
disguised form, usually as lowly creatures), transformation 
from high to low and back to high social status was 
encountered, while in the British tales this kind of 
transformation was less frequent. As social mobility in 
Indonesian fairy tales is described as more fluid, with the 
possibility of reversible social changes, it is also 
possible that the idea of social stratification that has 
been transmitted across history in Indonesia is not seen as 
a rigid or fixed system, but more flexible. Thus, transition 
from wealth to poverty or vice versa, or even from wealth 
to poverty to wealth, or poverty to wealth to poverty, will 
be seen as more likely by Indonesian children. Social 
stratification, therefore, will be perceived more 
in terms 
of economic than class or social status. 
Third, industriousness was frequently mentioned in the 
Indonesian tales,, but the frequency of reward was very 
low. 
However, the percentage of punishment was proportionally 
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high, and only a few lazy characters were found in the 
stories. In the 'British' tales, industry and reward were 
proportionately equal; on the other hand, no lazy character 
could be identified and punishment was intended for people 
who are mean, or greedy. While good behaviour was recognised 
and rewarded in 'British' fairy tales, it was not always so 
in Indonesian fairy tales; thus, it can be suggested that 
whereas merit and reward seem to be closely linked in 
British culture, Indonesian fairy tales put the emphasis 
on punishment as deterrent for negative conduct. 
Fourth, in the British tales, there was a relationship 
between positive characteristics (being good, industrious, 
generous), poverty, low status and female. On the other 
hand, male was associated with high status and material 
possession, but also with negative characteristics, such as 
greed, and badness. This greater tendency for males to be 
described as rich and bad is not that apparent in the 
Indonesian tales, in which both males and females had equal 
chance to be described as property owners. However, social 
status is still highly related with wealth or poverty. 
The tendency to polarise good and bad characters, and the 
gender-stereotyping, both in terms of characteristics and 
possessions, in 'British, fairy tales seems to support the 
assertion that some authors have put forward (e. g. Moore, 
1975; O'Connor, 1989; Weitzman, et. al., 1977; Zipes, 1979, 
1983). Western literary fairy tales were rewritten for the 
purpose of moral and character education, and therefore, 
the 
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descriptions of the characters had to be clearcut to make it 
easy for young children to understand, and therefore, 
facilitate moral or character education. Furby (1978b; 
1980) has argued that children's early socialisation to 
possession occurred through language, by for example, the 
use of possessive pronouns such as your or my, mine, his, 
and so on. It is suggested that the English language with 
its distinct personal pronouns for different genders also 
contributes to the formation of gender-stereotyping. Of 
course it can be argued that gender-stereotypes in fairy 
tales were the product of time when society was dominated by 
the male of the species. However, the recurrent and 
persistent theme of gender-stereotypes in the present day 
literary fairy tales is also suggested as showing the 
influence of socialisation due to the structure of the 
language being used in Britain. 
7.4.2 Comparison between British and Indonesian reading 
books 
The reading books analysed in this study are school books 
intended for language learning; the absence of more 
technical or 'adult' economic terms (e. g. taxation or 
interest) may, therefore, be related to their 'reading 
difficulty'. 
The first similarity between the two sets of reading books 
is that characters identified as possessing economic, social 
and other personal characteristics, are mostly male 
figures. 
The finding that male characters outnumber female characters 
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seems to support what Weitzman et. al. (1977) found in their 
study, i. e. females were underrepresented, in the titles, 
central roles and illustration, in children's prize-winning 
picture books in America. 
Secondly, reading books in both countries contain a strong 
notion of morality; however, the relationship between the 
negative categories and punishment is more obvious in the 
British reading books, probably because of the higher 
frequency of occurrence of the content categories. In the 
Indonesian reading books, the location of the categories 
indicates a more distal relationship between the evaluation 
of badness and punishment. 
Thirdly, the interrelationship between moral and economic 
notions is also demonstrated, in which good, generous, 
industrious characters are rewarded or transformed from 
poverty to riches. However, transformation from low to high 
social status only happens in British reading books. 
Indonesian reading books are noticeable for their absence of 
characters with high social status. Given that 
fairy-tale- 
like transformation is manifested in 'British' reading books 
(in which people of high status are usually royalty), 
it 
may be argued that the finding is a partial and exaggerated 
reflection of the reality in the country. 
Besides the similarities, significant differences are also 
manifested between both sets of reading 
books. The first is 
related to the content of the books. 
The British reading 
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books contained a mixture of fact and fiction (i. e. fairy 
tales), while Indonesian reading books are reality-oriented, 
in the sense that they only describe the everyday life of 
people in some places. Only one tale can be considered as 
'fairy' tale in the whole set of books analysed. Fantasy and 
imagination do not have any place in the teaching and 
learning for Indonesian children, as the emphasis is on 
reality. While the transmission of ideas from fairy tales 
is carried over to the reading books in the British culture, 
the same phenomenon is less true in the Indonesian case. 
Secondly, while British reading books have a substantial 
number of characters who are depicted as poor, very little 
information regarding poverty is available in Indonesian 
reading books. Only one character is depicted as poor; 
however, at the end of the story this character is rewarded 
with wealth not by the intervention of a good fairy as in 
the 'traditional' fairy tales, but by the power of God. In a 
way, the absence of description of poverty in Indonesian 
reading books is a reflection of the society's 'unwritten 
consensus' to present harmony between different groups of 
people. 
Thirdly, Indonesian reading books are written as serial 
readings, with repeated appearance of the characters, while 
in British reading books, each chapter and/or book has 
different characters. Hence,, more characters are found in 
British reading books than in Indonesian books, and with 
richer descriptions or characterisation for the characters 
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in British reading books. 
Fourth, like in the British fairy tales, no lazy character 
is found in British reading books; while in Indonesian 
reading books, no one is described as mean, a phenomenon 
also found in Indonesian fairy tales. The consistent non- 
appearance of these descriptions could be due to sampling 
error; on the other hand, in relation with Vygotsky's idea 
of the transmission of consciousness across history, it 
could be that this is a reflection of the particular 
society's reluctance to expose an 'unwanted' characteristic. 
This could be the case with Indonesian reading books; with 
the country's emphasis on the principles of Igotong royong 
dan musyawarahl (cooperation and consensus), it is more 
important to expose people's positive attributes rather than 
negative characteristics, such as selfishness or meanness, 
especially when the books are written for educational 
purposes. 
As shown in the foregoing discussion, correspondence 
analysis is a powerful tool for making inferences of 
qualitative data, such as fairy tales and reading 
books. 
However, the analysis also has its limitation; its 
inability to deal with 'empty' columns or rows can mean that 
potentially significant information is ignored. 
In 
interpreting the results of the analysis, it is important to 
look not only at what appear on the two-dimensional plot(s) 
but also at the empty cells/categories. 
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7.5 SUMMARY and CONCLUSIONS 
The content and correspondence analyses of fairy tales and 
reading books in Britain and Indonesia have demonstrated 
that both literatures from the two cultures share 
similarities in the content as well as in the structure of 
the books. 
First, information about economic ideas are found in both 
fairy tales and reading books to different degrees. The 
emphasis on possession by both countries' literatures 
suggests that a consistent idea is being transmitted from 
one generation to the other in each culture, facilitating 
socialisation. 
Second, fairy tales and reading books from both countries 
persistently expose strong moral content. Considering that 
both literatures in each culture originate from different 
time, the preoccupation with the same moral issue can be 
seen in the context of the transmission of mind across 
history that Vygotsky has suggested (Bruner, 1986); 
apparently, both cultures share a common concern with regard 
to the moral life of their citizens. 
Besides the similarities between the two literatures from 
Britain and Indonesia, each set of literature revealed 
distinctive characteristics. In terms of fairy tales, 
British fairy tales depict more wealth, gender-stereotyping, 
an emphasis on reward for good or positive behaviour, and 
the absence of multiple transformation. On the other hand, 
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Indonesian fairy tales contain more reference to poverty, 
and more emphasis for punishment for negative behaviour and 
the lack of gender-stereotyping either with regards to 
property ownership or to personal characteristics. 
With regard to reading books, both cultures display a strong 
tendency to present more male than female characters, and 
there are stereotypes of the males as the owners of 
property. In general, Indonesian reading books prefer to 
present 'factual' information about human beings living in 
harmony with their environment. On the other hand, English 
reading books give the readers more 'room' for fantasy and 
imagination, and therefore, transformation or social 
mobility are described to occur by some 'magical' means; 
while transformation of social status in Indonesian reading 
books, i. e. through the power of God, reflects the 
country's emphasis on the belief in God. 
Different formulae of literature are suggested to have been 
exposed or transmitted to children in Britain and Indonesia. 
The implications of these findings are: Firstly, different 
economic consciousness is likely to be transmitted to 
children in each country. Secondly, Indonesian children may 
not be able to recognise some aspects of the economic values 
communicated in the literary fairy tales, e. g. the Western 
formula for giving rewards. 
In terms of theory, this would mean that Vygotsky's 
suggestion of cultural transmission of mind will be 
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substantiated; children acquire economic ideas through 
social transmission. 
This study analysed children's fairy tales and reading 
books; however, no measure of children's direct exposure to 
these literatures was undertaken. 
In the next chapter, the parallel between children's 
inference about economic phenomena and the economic 
information or reality as presented in fairy tales and 
reading books, is examined. 
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CHAPTER 8 
STEREOTYPED UNDERSTANDING OF ECONOMIC INEQUALITY 
8.1 INTRODUCTION 
The analyses of fairy tales and reading books (Chapter 7) 
have shown that the literatures contain economic 
information, albeit in a stereotypical and simplified form. 
The present study is concerned with the correspondence 
between children's economic understanding and the economic 
information presented in fairy tales and reading books. As 
discussed previously, cross-cultural differences in terms of 
story formulae have been found in the literatures from both 
countries; it is thus hypothesised that children from both 
cultures will show variations in their understanding of 
economic inequality. 
Besides cross-cultural variations, this study is also 
concerned with intra-cultural differences. As with the 
previous studies (Chapters 6 and 7, subjects in the present 
study are recruited from different social backgrounds and 
age groups. The literature on the culture amplifiers (Cole 
and Griffin, 1980) indicates that literacy is socialised to 
middle class American children from very young age, and 
picture-books and bedtime stories became a part of the 
child's daily routine (Rogoff, 1991). In Britain, 
Davie, 
et. al. (1984) note that middle class children were supplied 
with more books than lower class children. 
In his 
longitudinal study of Bristol children from the age of 
15 
months to 10 years old, Wells (1984) 
found one important 
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social class difference; five year old children from both 
social class showed good command of language, but those from 
middle class backgrounds were more familiar with books and 
stories, and were more able to handle ideas using the 
symbolic potential of language. Wells (ibid) suggested that 
what the working class children needed was not compensatory 
oral experience which they usually got, but stories, because 
stories were the bridge to abstraction. 
So far, the existing research literature suggests that 
middle class children have more access to books and stories, 
and that fairy tales are still widely read or read to 
children. This is the situation in Britain, but what is it 
like in Indonesia? A survey that the researcher carried out 
in 1989 with 7 to 11 year old children from private and 
state schools in Jakarta, indicated that private school 
pupils (who mostly came from middle class families) read 
more Western translated books or comics; they also read more 
books/comics (average 4.23 compared with 2.54 books/comics 
read by the state school pupils, in the last two weeks 
preceding the survey), and there was more variety in the 
titles of books/comics being read. The low SES children, on 
the other hand, read more tabloids and/or popular magazines. 
The survey also found that seven year old low SES children 
usually have not mastered reading or writing skills, in 
contrast to the same age children from the higher socio- 
economic backgrounds who could write and read relatively 
fluently. 
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From this discussion, it is probably safe to assert that 
middle class children from Britain and Indonesia have more 
access to books and other reading materials, and it follows 
that middle class children are more exposed to the 
simplified and stereotypic information in this particular 
literature. Consequently, in contrast to low SES groups, the 
middle class children can be assumed to be more Isocialised' 
to the stereotypic formula of economic reality, and 
subsequently are more likely to reflect it in their 
perception or understanding of such reality. The same 
expectation can be applied to the older children who, 
presumably, have been socialised to this type of literature 
for a longer period and will therefore express more 
stereotyped thinking. 
The research question asked in the present cross-cultural 
study is: Is children's understanding about economic 
inequality a reflection of the economic information that 
they have been exposed to in their literature? 
More specifically, the hypotheses of the present study are: 
1. Hi: High SES group in both cultures are more aware of 
economic inequality than the low SES group, 
2. Hi: High SES children display stronger stereotypes 
about poor people, 
3. Hi: Older children are more stereotyped in their 
characterisations of poor people, 
4. HI: Variations in perception about the relationship 
between economic and moral notions are manifested by the two 
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cultures. Stronger stereotypes in economic thinking are 
predicted for the British children compared with the 
Indonesian children, as the British children are presumed to 
be more familiar with the Western fairy tales. 
The theoretical implication for accepting these alternative 
hypotheses would be that the assertion that different 
environments transmit different economic consciousness is 
supported. Thus, Vygotsky's notion that it is culture that 
creates mind will gain support. For cognitive developmental 
theory, the effects of different cultural environments will 
be primarily in terms of acceleration or delays in the 
achievement of developmental stages. 
8.2 METHODS 
8.2.1 Instruments 
Two sets of instruments were used in the present study. The 
first contained two short fairy-tale like stories, with a 
related questionnaire. The secon instrument was a 
character evaluation task. 
The development of the instruments 
(1) From the application of content and correspondence 
analyses to fairy stories and reading books (see Chapter 7), 
the economic information and the interrelationship of the 
economic and moral notions of fairy tales and reading books 
were inferred. Based on this information, two short 
fairy- 
tale like stories about two woodcutters (Angus and Hector) 
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were written in conjunction with Professor H. McGurk. With 
the exception of the ending, the two stories were basically 
the same. The woodcutters were described to be physically 
similar, they worked at the same job and also lived in the 
same kind of houses. The only difference between the two men 
was that Angus was always seen to be hardworking, while 
Hector was lazy and often laughing at the other man because 
he worked so hard. In each story, a different person was 
rewarded; one of the stories is presented at the end of this 
section (see Appendix G for both stories). Information about 
the men's personality characteristics were given in the 
stories to examine the hypothesis that children's 
literatures convey ideas about the PWE. 
The stories were written in the form of 'once upon a time' 
to make them attractive for young children. The aims of the 
stories were: 
Firstly, to mimic the fairy tale genre, 
Secondly, to reflect standards and values typically 
reflected in fairy tales and, 
Thirdly, to use the stories to elicit inferences from child 
listeners about the characters in the stories, especially 
with respect to the Protestant Work Ethic inferences about 
deservingness. 
questionnaire consisting of 12 questions was also 
developed. Some of the questions examined the subjects' 
ability to recall correctly the information in the stories, 
while others examined the inferences the subjects made on 
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the basis of this information. 
(2) A second instrument, an evaluation task, consisting of 
five pairs of dichotomous characteristics (e. g. friendly vs 
not very friendly, fat vs not very fat, honest vs not very 
honest, scruffy vs not very scruffy, kind vs not very kind), 
was developed to examine the subjects' perception or 
evaluation of the personal characteristics of the two 
woodcutters. 
Economic story - the first version 
Once upon a time in a small village in the country, near to 
a large forest, there lived two men, Angus and Hector. They 
were very like each other in many ways. Both were small and 
each lived in a small house. Both men were woodcutters and 
they worked in the forest looking after the oak trees. In 
fact, they were so like each other that people sometimes got 
them mixed up and thought that they were talking to Hector 
when they were really talking to Angus. However, they never 
made that mistake when they met the men in the forest or at 
their houses. In the forest Angus was always to be seen hard 
at work. No-one, however, ever managed to see Hector 
working. Instead, they would see him taking a nap or leaning 
against a tree watching Angus hard at work and laughing at 
him because he was working so hard. 
The houses in which Hector and Angus lived were both tiny 
and rather badly furnished because neither man had enough 
money to buy proper furniture. But Angus's house was always 
neat and tidy while Hector's house was almost always a mess. 
It was the same in the gardens. In Hector's garden you could 
see nothing but weeds and long, untidy grass. Angus's 
garden, on the other hand, always looked beautiful with 
neatly cut grass and lovely blue and yellow pansies around 
the border. In the summer evenings both men sat at the doors 
of their houses, one surrounded by the beauty he had 
created through his work, the other surrounded by the mess 
he had made through his laziness. 
One summer evening a wealthy man from a nearby town visited 
the village where Hector and Angus liv-ed. He reached Angus's 
house first, and when he saw how tiny it was he was filled 
with sadness for the person who had to live there. He 
knocked at the door and, when Angus answered the wealthy man 
said to him,, " My poor man, the life you have to live and 
the poverty you have to suffer has made me feel how lucky I 
am to be so rich. I have more than enough to fill all my 
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needs. Because of the life I 
to give half my money to you. 
about anything ever again". 
see you have lived I am going You will never need to worry 
Angus did not believe the man at first, but sure enough, next morning the rich man's servant arrived at Angus's house 
with a sack which contained more money than Angus had ever seen in his life. " My master told me to give this to you", said the servant. Angus could not believe his luck. As the 
rich man had said, the money was more than enough to meet 
all his needs and to pay for all the nice things in life 
that Angus had thought he would never be able to buy. Angus lived happily ever after. Hector, on the other hand, had to 
carry on living in the old way for the rest of his life and he was not very happy about that. 
8.2.1.1 The pilot study 
(1) Like the literary fairy tales, the story of Angus and 
Hector contains implicit information about economic reality 
and the interrelationship between economic ideas and moral 
notions. However, an 'absurdity, has been inserted into the 
second story, whereby money is given to the lazy man. The 
aims of the pilot study was to examine whether: 
(i) children, when they heard these stories, would extract 
the implicit information contain in the stories and, 
(ii) it is important to ascertain the reliability of the 
evaluation task and whether the dichotomous characteristics 
were positively correlated. 
The subjects in the present study were four groups of 
Brownies (78 children) from Guildford, aged between 7 and 
4 
10 years. The Brownies were tested in groups, in their 
respective meeting places. 
The results of the study can be summarised as follows: 
(1) When the children could not remember the factual 
information given in the story, they produced responses 
205 
which can be categorised as stereotypical'. For example, to 
the question 'who brought the money', more than half of the 
children mentioned I the rich man I, although the correct 
information was 'the servant'. Money and rich people are 
presumably two inseparable entities, and children 
accordingly produced responses that conform to this 
simplified association. Moreover, regardless of the ending 
of the story, the majority of the children favoured the 
hardworking, character as deserving the reward (money). 
These children also evaluated the hardworking person more 
positively than the lazy man. It seems that overall children 
could extract the implicit information presented in the 
story. 
(ii) Concerning the reliability measure of the evaluation 
task, Fisher exact probability test (Siegel, 1956, p. 99) of 
the test and retest scores of the five pairs of dichotomous 
characteristics (taken from the evaluation of the 
hardworking man) showed that the two set of scores did not 
differ significantly (see Appendix H). Following t is, one 
set of scores (from one woodcutter) was randomly split into 
two groups; hence, scores from characteristics 1,3, and 5 
were assigned as group 1 and scores from characteristics 2 
and 4 were labelled as group 2. Pearson product moment 
correlation was performed, and the result (r = 0.94) showed 
that the correlation between the characteristics was 
significantly high (Cohen and Holliday, 1982). 
(2) Even though, in general, subjects in the study could 
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understand the stories, questionnaire and evaluation task, 
some difficulties were observed during the testing sessions 
with the Brownies groups: 
Firstly, the names of the two woodcutters (Angus and Hector) 
were rather quaint and therefore, difficult to remember for 
the majority of the subjects, 
Secondly, the figures of woodcutters seemed to be rather 
unfamiliar for the city-bred children, 
Thirdly, the stories clearly mentioned which woodcutter 
received the money, i. e. the hardworking man in the first 
story and the lazy one in the second story. With this clear 
cut explanation about who got the reward and the kind of 
reward given, it was felt that not much room was left for 
the subjects themselves to make their own decision about who 
should get what and for what reasons. 
The following changes were carried out to overcome the 
difficulties mentioned above: 
Firstly, the names of the woodcutters were changed into more 
familiar names; thus, after some discussion, the more common 
name of Andrew and Peter were selected to replace Angus and 
Hector, 
Secondly, the figures of 'bricklayers, were considered to be 
more familiar for the city children, therefore the 
bricklayers took the place of the woodcutters in the reizised 
stories, 
Thirdly, giving money was replaced with giving help 
in the 
first version and giving a present in the second version of 
the story, to examine whether subjects associated 
'help' and 
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333'present' with things other than money, 
Fourthly, in both stories no particular name was associated 
with who received 'help' or the 'present'. This gave 
subjects an opportunity to make their own inferences who 
they thought got the help or present. Through the subjects' 
responses, the relationship between the economic and moral 
notions could be determined. 
The questionnaire and evaluation tasks were also modified to 
enable the subjects to more fully evaluate the characters in 
the stories. The revised questionnaire had ten questions, 
and was to examine stereotypes about physical appearance, 
economic status, and the relationship between economic and 
moral notions. Seven pairs of dichotomous personal 
characteristics were added to the existing five pairs; the 
intention was to give subjects more opportunity to assess 
the personal characteristics of the two bricklayers and 
therefore, more reliable evaluations of the men could be 
obtained. Six of these characteristics were phrased in 
positive terms, as for example nice, tidy and so forth, 
while the rest was expressed in negative terms, such as 
greedy, dirty, and so forth (see Appendix I. 1 for the 
revised version of the stories, the questions and the 
evaluation task). 
After the modification of the instruments, a further stage 
in the pilot study was conducted to examine whether there 
was any difference in the responses of the different 
genders, and whether 'present, and 'help, produced 
different 
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kinds of responses. The study was carried out in Guildford, 
with the participation of 2 Brownie groups (who did not 
participate in the previous study) and 2 Cub groups (78 
children in all). The age of the subjects was between seven 
and eleven years old. The subjects were tested in groups, 
and they were requested to write down their responses on 
prepared answer sheets. 
Overall, boys and girls did not significantly differ in 
their ability to recall factual information in the stories. 
Accurate recall of the factual information was crucial for 
the subjects to make correct economic representation of the 
two characters. The findings from the present study seem to 
support the previous results; the majority of subjects 
believed the hardworking bricklayer deserved to be helped. 
Although getting 'present, and 'help, elicited a mixture of 
responses (in the case of 'help', material as well as social 
help) , the most favoured help or present that the subjects 
mentioned was material things and particularly money. There 
was also a tendency for boys to perceive the men as tall. 
There was a very significant difference between the 
children's evaluation of the hardworking and lazy men. 
However, no significant difference between the two gend6rs 
was found in their differential evaluation of the men. 
(3) In the context of the present cross-cultural study, it 
was considered necessary to carry out a pilot study with 
Indonesian children. The objectives of this study were 
firstly, to examine whether children from different social 
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and age groups could understand the story, questionnaire and 
evaluation task, and secondly, to develop the categories 
for the open-ended questions (i. e. questions 7,8 and 9). 
In the previous pilot study, giving 'help' or 'a present' 
produced similar responses; therefore, it was decided to 
use 'help' in both stories. The instruments were translated 
into the Indonesian language, and the names of the two 
bricklayers subsequently were altered into suitable 
Indonesian names. The translation was carried out with the 
researcher reading the original story and then the 
translation, while some post graduate students from the 
Faculty of Psychology, University of Indonesia, listened and 
gave their comments on the structure of the sentences and 
the names of the two bricklayers. The names for the 
bricklayers were chosen with the consideration that they 
were 'neutral', i. e. they were not associated with any 
Isukul (ethnic group). The story was tape recorded, with 
the researcher as the story teller'. The questions and the 
evaluation task were not tape-recorded, as they would be 
read to each subject at the time of the interview (Appendix 
1.2) for the story, questions and evaluation task). 
The subjects in this study were 160 school age children*, 
from private and state schools, divided into four age 
groups, 5,7,9 and 11 years for each type of school. 
There 
were equal numbers of boys and girls in each group. 
In the 
previous stages of the pilot study, the subjects were tested 
in groups. Observation of the group testing suggested 
that 
the procedure was not suitable for young childreng since 
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some of the subjects in the previous stages of the pilot 
study were found not to be able to write properly. Moreover, 
the possibility of some children lagging behind the other 
children, and leaving a question or two unanswered was 
greater when the subjects were tested in a group. 
Accordingly, in the present study, each subject was seen 
individually in their respective school. 
The construction of the content categories for the open- 
ended questions followed the procedure for the development 
of the category system for the poverty interview data, 
described in Chapter 6 (Appendix J for the coding system). 
Overall, the study showed that Indonesian children could 
understand the story, questionnaire and evaluation task. 
Like the youngest children in the British study, the 
youngest Indonesian subjects especially from the low SES 
group, sometimes had problems in remembering the names of 
the bricklayers. The findings also indicated that high SES 
and older subjects had better recall ability than low SES or 
younger subjects. The kind of help that Indonesian subjects 
chose for the bricklayers was mostly 'work'. 
To summarise, the pilot study showed that young children in 
general enjoyed listening to the fairy- tale like stories, 
and they found the instruction intelligible. For the main 
study, the stories were tape recorded to insure a 
consistency of presentation. One of the stories is given in 
the following paragraphs (Appendix I. 1 for the British 
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instruments and Appendix 1.2 for the Indonesian 
instruments). 
Economic story - the final version 
Once upon a time, in a small town near to a big city, there 
lived two men, Andrew and Peter. They were very like each 
other in many ways, and both men lived in the same kind of 
houses. Andrew lived in a blue house and Peter lived in a 
green house. Both men were bricklayers and they worked in 
the building sites in town whenever there were jobs 
available. 
In fact, Andrew and Peter were so like each other that 
people sometimes got them mixed up, and thought that they 
were talking to Andrew when they were really talking to 
Peter. However, they never made that mistake when they met 
the men at the building sites or at their houses. In the 
building sites Andrew was always to be seen hard at work. 
But no-one ever managed to see Peter working. Instead, they 
would usually see him drinking cups and cups of tea, or 
leaning up against a wall watching Andrew hard at work and 
laughing at him because he was working so hard. 
The house in which Peter lived was almost always a mess, 
while Andrew's house was always neat and tidy. It was the 
same in the gardens. Daffodils and blue pansies grew nicely 
in Andrew's garden, whereas Peter's garden was just a pool 
of muddy water with rotten leaves. 
One summer day a rich man from the big city came to visit 
the small town where Andrew and Peter lived. He met one of 
the bricklayers and went with him to his house. Looking 
around the bricklayer's house, the rich man felt so sad 
for 
the bricklayer that had to live there. For a moment the rich 
man thought to himself and finally he decided to 
help the 
bricklayer. 
THE MAIN STUDY 
Three issues of children's understanding of economic 
inequality were examined by the questionnaire: 
Firstly, 
children's ability to recall or remember 
information that 
they have heard. Secondly, the question of children's 
stereotyping and awareness of socio-economic 
status. 
212 
Thirdly, 
notions. 
the interrelationship between economic and moral 
The evaluation task examined children's stereotyped or 
otherwise characterisations of poor people. In this thesis, 
the term 'stereotype' is used to refer to judgments made in 
the absence of information to support them (Pennington, 
1986). 
8.2.2 Subjects 
8.2-2.1 British subjects 
The subjects were 160 school children from two different 
types of school, aged five, seven, nine and eleven years, 
with equal number of boys and girls in each age group. 80 
children were recruited from three public schools in Surrey 
(Guildford and Cranleigh area) and two county-run schools in 
Guildford supplied the other 80 children. With the exception 
of one county school, the rest of the schools also 
participated in the previous study (Chapter 6), although 
different groups of children were recruited. The class 
origins and the school experience of the respondents in this 
study were similar to those subjects in the previous study 
(see Chapter 
8.2.2.2 Indonesian Subjects 
The same number of subjects, from four age groups,, 
participated in the Indonesian study. The subjects came from 
comparable social class backgrounds as the subjects 
described previously in Chapter 6. The five year olds in 
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this study, however, came from relatively better families 
than the rest of the low SES subjects. They had younger 
parents, who had gone to senior high school and had better 
jobs. Because of the age of the parents, in many cases the 
subjects were the eldest or youngest child in a small 
family, or even an only child. The neighbourhood where these 
children lived could be described as a mixture of upper-low 
and low-middle classes. The school experience of the present 
subjects was similar to the school experience of the 
children in the previous study, i. e. the low SES seven year 
olds started their primary class without prior pre-school 
education. 
8.2.3 Procedure 
Each subject was seen individually in their respective 
school, usually in empty offices. Half of the subjects in 
each age group were presented with the first story, while 
the other half was given the second one (Appendix I-1). 
After the preliminary introduction and some small talk to 
put the subjects at ease, the following instructions were 
given (and in its equivalent Indonesian translation): 
"I am 
going to play this tape recorder, and we will 
listen to a 
short story about two bricklayers. Listen carefully, as 
I am 
going to play it only once. After the story, 
I am going to 
ask you some questions. Are you ready? " 
When the story had finished, the questions were presented 
one by one. The interviewer wrote the subjects, 
responses on 
the answer sheets. Afterwards, the evaluation 
task was 
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given, with the interviewer reading each pair of the 
characteristics to the subjects and writing their evaluation 
on the evaluation sheets. The evaluation of the hardworking 
bricklayer was presented first, followed by the lazy 
bricklayer. The interview lasted between 20-30 minutes. 
8.2.4 Methods of Analysis 
(i) The Questionnaire 
With the exception of questions 7,8 and 9 which were open- 
ended (see the questions at the end of this section), the 
other questions were dichotomous questions; as for example 
in question 3 'were the bricklayers poor or rich? '. The 
frequency of subjects who responded to either of these two 
dimensions were counted. For the frequency data in discrete 
categories, the chi-square test was performed to examine the 
differences between the groups (social class and age groups) 
in their perception of the various issues. Meanwhile, for 
the open-ended questions, the subjects' responses were 
content analysed into categories (discussed in the 
Indonesian pilot study), and the percentage of each 
category of response was calculated. 
The questions for the story 
1. Were the bricklayers small or tall? 
2. Did they live in big or small houses? 
3. Were the bricklayers poor or rich? 
4. Which bricklayer wor ked hard? 
5. Which bricklayer do you think the rich man met in town? 
6. Which bricklayer did the rich man try to help? 
7. What kind of help di d the ric h man give to the 
bricklayer? 
8. Why did the rich man want to help the bricklayer? 
9. If you were the rich man, wha t would yo u do for the 
bricklayer (refer to an swer 6)? 
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10. Which bricklayer do you think deserved to be helped. ) 
(ii) The Evaluation Task 
score of 1 was given for each positive characteristic that 
the subjects chose from the pairs of dichotomous attributes. 
A negative characteristic got a score of 0. For example, if 
for the pair of dichotomous characteristics 'was he nice or 
not very nice? ' for a particular character (the evaluation 
task is enclosed at the end of this section), the subject 
chose 'nice',, then a score 1 was given for that 
characteristic. However, for the characteristics that were 
already phrased in negative words, as for instance in 
'greedy', the negative form (i. e. 'not very greedy') of 
those characteristics became the positive ones. In other 
words, not very greedy, was scored 1, while 'greedy' got a 
score of 0. The range of total score for each bricklayer 
(for each subject) was between 0 and 12, and the neutral 
point was 6. 
Evaluation of the bricklayers 
1 Nice ------ 
2. Greedy ----- 
3. Tidy ------- 
4. Fat -------- 
5. Friendly 
6. Dirty ------ 
7. Busy ------- 
8. Bad -------- 
9. Rich ------- 
10. Boastful 
11. Polite ----- 
12. Sad -------- 
Not very 
Not very 
Not very 
Not very 
Not very 
Not very 
Not very 
Not very 
Not very 
Not very 
Not very 
Not very 
nice ------- 
greedy ----- 
tidy ------ 
fat ------- 
friendly 
dirty ------ 
busy ------ 
bad ------- 
rich ------ 
boastful 
polite ----- 
sad ------- 
An analysis of variance was performed on the evaluation 
of 
the hardworking and lazy bricklayers. The analysis was 
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expected to show whether: 
(i) there was any main effect of either social class and/or 
age on the evaluation of the hardworking and lazy 
bricklayers, and 
(ii) there was any interaction effect between social class 
and age in the subjects, evaluation of the two men. 
8.3 RESULTS 
8.3.1 The British Results 
M The Questionnaire 
After screening the raw data and conducting the preliminary 
analysis, it was shown that the five and seven year olds, 
and the nine and eleven years, did not differ significantly. 
However, the seven and nine year olds seemed to show a 
differential pattern of responses; it was therefore decided 
to collapse the age groups into 'younger, - the five and 
seven year olds - and older, - the nine and eleven year 
groups (Appendix L-1 for the statistical analysis). 
(a) Recall ability 
Information about the bricklayer who worked hard was given 
in the story. There was a significant difference in the 
probability of the subjects recalling this correctly 
(z 7.5119 p<0.001). A larger number (87.5%) of the high 
SES subjects (X2= 4.73, df = 1, p<0.05) and more than 90% of 
the older subjects (X2= 1ý. 226, df = 1, p<0.001) correctly 
recalled the name of the bricklayer that worked hard. 
Subsequent analyses revealed that regardless of the 
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subjects' social background,, the older children had 
significantly better recall ability (high SES: X2= 5.6, df = 
p<0.05 and low SES: X2= 10-60, df = 1, p<0.01). 
(b) The issue of stereotyping concerned two stereotypes. 
The first stereotype involved the physical appearance of the 
two characters; no information about their physical size was 
given in the story. Overall, the groups were more likely to 
perceive the bricklayers as tall (z =5 . 613 3, p<O. 001) The 
analyses revealed that more subjects in the high SES than 
low SES group believed the bricklayers were small (X2= 7.05, 
df= 1, p<0.01). However, only in the younger age group the 
two social groups differed in their preference of the 
physical size of the men (X2= 6.46, df= 1, p <0.05); the 
older subjects from both SES showed more similarity in their 
perception of the physical size of the two men. 
The second stereotype,, involving the economic status of the 
characters, was examined by two questions. The first 
question was whether they lived in big or small houses. The 
size of the house was assumed to be a reflection of wealth; 
therefore, a small house was seen as representing poverty. 
The probability of the groups choosing big vs small houses 
was significantly different (z = 3.716, p<0.001); subjects 
were more likely to choose small houses for the men. A 
marginally significant effect of social class was revealed; 
74% of the high SES subjects, compared with 56% from the low 
SES group, believed the bricklayers lived in small houses 
(X2= 4.642, df= 1, p<0.05). Compared with 50% from the 
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younger group, 80% of the older subjects believed the brick- 
layers lived in small houses (X2= 13-003, df= 1, p<0.001). 
However, when the groups were examined separately, the 
difference between the high and low SES group was manifested 
only in the younger age group (X2= 6.05ý df = 19 p<0.05). 
The second question was more direct; the subjects were asked 
whether the men were rich or poor. Overall, the subjects 
were more likely to perceive the bricklayers as poor (z = 
3.716, p<0.001). Only an effect of age was found; 82.5% of 
the older subjects perceived the men as poor, while the 
younger subjects was almost equally divided in their 
preference of either rich or poor (X2= 20.03, df = 1, 
p<0.001). The difference in perception between the younger 
and older subjects was found in both the high SES (X2= 7.59, 
df= 1, p<0.01) and low SES (X2= 11-51, df = 1, P<0.001). 
The results so far indicated that the high SES younger 
subjects stereotypically perceive the poor men as small, 
and that compared with the low SES group, they were also 
more aware of the symbolic economic status of small houses. 
(c) The third issue examined the. relationship between 
economic and moral notions. The number of subjects included 
in the subsequent analyses was based on the 128 children who 
correctly recalled the bricklayer that worked hard, since 
it would not make sense to do the analyses on those children 
who could not remember the factual information correctly 
(6 
of the 10 high-SES and 13 of the 22 low-SES children who 
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failed to recall correctly were five year olds). 
The subjects were first asked which bricklayer the rich man 
met. There was no information in the story about which 
bricklayer the rich man met; thus, the subjects' responses 
were assumed to be either related or not associated to their 
recall of the man who worked hard; i. e. if subjects 
remembered who was the hardworking man, then it was assumed 
that they would choose him as the person that the rich man 
met and subsequently helped. 
Overall, the subjects were more likely to choose the lazy 
bricklayer as the person that the rich man met (z= 2.389, 
p<0.05). Neither social background (X2 = 1.079 df = 1, ns) 
nor age (X2= 0.44, df = 1, ns) had any effect on the 
subjects' preference. From 128 subjects who correctly 
remembered the bricklayer which worked hard, about 40% chose 
the hardworking bricklayer as the person the rich man met. 
Did the knowledge of who worked hard have any effect on the 
subjects' preference for the person that the rich man 
helped? On the whole, the groups were more likely to choose 
the lazy man as the person who got the help (z= 3.624, 
p<0.001). 76% of the older subjects, compared to only 
53% 
from the younger group, believed the rich man 
helped the 
lazy bricklayer (X2= 6.47, df = 19 p<0.05). Thus, correct 
factual recall did not predispose the subjects to choose 
the 
hardworker as the recipient of help. On the contrary, a 
larger proportion of them referred to the 
lazy man as the 
person that the rich man met and 
helped. 
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These findings seem to contradict the principle of 
individual's merit or contribution as the basis for reward. 
It may be that the subjects chose the lazy man as the 
recipient of help for a more 'humanistic, reason; these 
children may have taken into consideration the impact upon 
the rich man of the state of the lazy man's house (i. e, 
messy and muddy). The following question clarifies this 
point further. 
How did subjects justify giving help to the men? The most 
frequently mentioned reason for helping the hardworking man 
was his own character, i. e., hardworking (38% of the 
responses). Another 27% of the responses referred to the 
man's poverty. Regarding the lazy man, 26% of the responses 
justified the help given to him by mentioning the rich man's 
feeling (pity or sorrow). This was an interesting finding, 
as only a low proportion of the responses (13%) mentioned 
'feeling sorry, as the reason for helping the hardworking 
man. At the same time, the poverty of the lazy man was cited 
by 23.5% of the responses. Quite a large proportion (48%) of 
the responses mentioned other reasons for helping the lazy 
man, such as the house was messy', 'he was lazy' and so 
forth. 
It is possible that subjects in some way felt more 
'charitable, towards the lazy man than to the hardworking 
person, as shown by the higher percentage of responses which 
mentioned 'feeling sorry'. The reason for this 'charity' 
could be that the lazy man, because he did not work, was 
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considered by subjects to be poorer than the hardworking 
person; therefore, he needed to be helped. The kind of help 
that the groups perceived as appropriate for the bricklayers 
was mostly money; 41% of the responses for the hardworking 
and 32% of the responses for the lazy man were given in 
terms of money. 
Coming to the main question of the intertwining of economic 
and moral notions, did the subjects think that one man was 
more deserving to be helped than the other ? 128 subjects 
accurately remembered the bricklayer who worked hard. The 
probability of the subjects choosing the hardworking man as 
deserving of help was higher than the probability of 
choosing the lazy man (z = 6.806, p<0.001). No significant 
differences were found between the groups in their 
preference of the man that deserved help; the majority of 
subjects (80%) believed the hardworker deserved to be help. 
At a glance, this result seemed to contradict the previous 
finding, in which more subjects chose the lazy man as the 
recipient of help. 
However, the word deserving' (in the English language) is 
saturated with morality, and subjects may perceive 
Ideservingness' as conditional on good and positive 
behavi, our, and associate help or 'reward' with merit such as 
hardwork. The interrelationship between moral and economic 
notions, as has been revealed in fairy tales and reading 
books, was reflected in the subjects's belief of who 
deserved help. 
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(ii) The evaluation task 
Two evaluation scores were obtained from each subject, one 
for the hardworking and the other for the lazy man. The 
range of scores was between 0 and 12. Table 8.1 presents the 
mean evaluation scores of the groups. It should be noted 
that the number of subjects in the groups was unequal, as 
only children who correctly recalled the hardworking man 
(n = 128, see Appendix M. 1 for the number of subjects in 
each age group) were included in this analysis. 
Table 8.1 Mean evaluation scores broken-down by age and 
social class (British sample) 
Age 
Hard- 
working 
High SES 
Low SES 
Lazy 
High SES 
Low SES 
5 
x SD 
10.00 1.84 
7.71 2.81 
4.14 3.76 
5.57 2.30 
7 
x SD 
10.88 . 78 9.87 2.50 
2.53 2.65 
3.33 3.02 
x SD 
10.84 . 60 9.65 1.62 
2.16 1.80 
3.18 3.49 
x SD 
10.70 . 57 10.89 . 66 
2.80 2.401 
3.32 3.33 
As shown in table 8.1, the positive evaluation for the hard- 
working man and the negative evaluation for the lazy man by 
subjects from both social backgrounds generally increased 
with age, thus positive evaluation became more positive 
whereas negative evaluation became more negative. The table 
also showed that it was the high SES subjects who overall 
judged the lazy man more harshly, whereas the low SES 
subjects seemed to be more tolerant towards the man (Fig. 
8.1). 
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Fig. 8.1 Mean-score for the evaluation of the 
hardworking and lazy men as a function of age 
and social class (British sample) 
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An ANOVA was performed to examine the effects of social 
class and age, and also the interaction effect of social 
class and age on the subjects' perception of the men's with 
social class and age as between-subject variables, and 
effort (hardwork or lazy) as a within-subject variable. 
Table 8.2 gives a summary of this analysis. 
Table 8.2 Summary of Analysis of Variance for the 
evaluation of the hardworking and lazy men (British sample) 
Source of Variation Sum of Mean Sign of 
Squares DF Square F F 
Between subjects 
Social class . 
26 1 . 26 . 
07 ns 
Age 9.34 3 3.11 . 80 ns 
Socclass x Age 4.49 3 1.50 . 39 ns 
Subjects in group 465.14 120 3.88 
(error) 
Within subjects 
effort (hardwork 
x lazy) 
Socclass x effort 
Age x effort 
Socclass x age x 
effort 
effort x subjects 
in grouPs- 
2585.83 1 1585.83 386.20 <0.001 
58.77 1 58.77 8.78 <0.01 
103.53 3 34.51 5.15 <0.01 
19.93 3 6.64 . 99 ns 
803.48 120 6.70 
No significant between-subject effect for social class and 
age, and no interaction effect between social class and age 
was revealed. Examining the within-subjects effectl a very 
significant result for the factor 'effort' was demonstrated. 
'Effort' was the factor created to examine the within 
subjects difference in the evaluation of the hardworking and 
lazy men. The highly significant result of 'effort' 
indicated that the subjects' evaluation of the hardworking 
man was significantly more positive than 
their appraisal of 
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the lazy man. 
Compared with the low SES, the high SES group showed a 
larger discrepancy in their evaluation of the hardworking 
and lazy men (mean difference score 6.33 and 7.81 
respectively). With increasing age, the distinction in the 
subjects' assessment of the hardworking and lazy men also 
became greater (mean score 4.62,7.50,7.64, and 7.74 for 
the five, seven, nine and eleven years, respectively). In 
other words, positive or negative stereotyping about 
hardworking or lazy people became stronger with increasing 
age. 
No interaction effect between social class and age was 
revealed from the analysis; in all age groups, the subjects 
from both social backgrounds displayed a similar pattern of 
stereotyped perception about the hardworking and lazy men. 
As they got older, the difference in perception between the 
two social groups became less obvious, and by eleven years 
old they showed similar beliefs about hardworking and lazy 
people. 
8.3.2 Indonesian Results 
Some modifications to the questionnaire were carried out in 
the Indonesian study; the question 'which bricklayer do you 
think the richman met in town? ' (see question 5 in page 215) 
was eliminated as it was rather confusing for the subjects, 
and three recall questions were added to increase the 
confidence in making inference about the subjects, recall 
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, c,. L; jL. L. LLy. -meretore, the questionnaire had a total of 12 
questions compared to 10 questions in the English study. 
The Questionnaire 
(a) Recall ability 
Four recall questions were given to the subjects, and for 
each accurate response, a score of 1 was awarded. The range 
of scores for recall ability was therefore 0 to 4. An ANOVA 
was performed, and a summary of the results was given in 
the following table. 
Table 8.3 Summary of Analysis of Variance for recall ability 
(Indonesian sample) 
Sum of Mean Sign. 
Source of Variation Squares DF Square F of F 
Social class 35.16 
Age 36.17 
Social class x Age . 82 
Residual 106.95 
Total 179.094 
1 35.16 49.96 <0.001 
3 12.06 17.13 <0.001 
3 . 27 . 39 ns 152 . 70 159 1.12 
In comparison with the low SES group, the high SES subjects 
demonstrated better recall ability (mean score 2.37 and 3.31 
respectively). With increasing age, the older subjects also 
showed that they were more accurate in their recall of the 
relevant information that they had heard previously (mean- 
score for the five, seven, nine and eleven years old 
respectively 2.17,2.62,3.20 and 3.37). 
(b) Stereotyped perception 
The first question was related to physical appearance - 
whether the men were small or tall. Overall, the subjects 
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were more likely to choose tall (z = 2.92, P<0.01). There 
was only a minor non-significant difference between social 
class or age groups in their preference of the physical size 
of the men; about 62% of the subjects believed the 
bricklayers were tall (Appendix L. 2 for the chi-squared 
tests and percentages of the questions). 
The second question examined the subjects, perception of one 
aspect of the economic stat. us of the bricklayers, e. g. 
whether they lived in big or small houses. The probability 
of the subjects to choose small houses was highly different 
from the probability of choosing big houses (z = 5.93, 
P<O. 00 1). 
Compared with 66% of the low SES group, more subjects 
(81.25%) in the high SES group believed that the bricklayers 
lived in small houses (X2= 3.91, df = 11 p <0.05). A higher 
proportion of the older subjects (86%) also chose small 
houses, while only 61% of the younger subjects did so (X2 
11.65, df = 1, p <0.001). 
Stereotypes about the men's economic status was also 
examined by the question of whether the men were rich or 
poor. Overall, the subjects were more likely to perceive 
the bricklayers as being poor (z = 7.19ý p<0.001). While 
88.75% of the high SES subjects believed the bricklayers 
were poor, only 68-75% of the low SES subjects shared 
their 
views (X2= 8.40, df = 15 P`ý0-01). Like the 
high SES 
subjects, almost all (94%) of the older subjects perceived 
228 
the bricklayers as poor, and only 64% of the younger 
subjects supported this idea (X2= 19 . 76 ý df =11 p<0.001) . 
Examining the groups separately, only in the younger age did 
the high SES and low SES differ in their perception of the 
men's economic status; 80% of high SES younger subjects 
thought the men were poor, while from the low SES only 47.5% 
of the younger children believed so ( X2= 7.79, df = 17 
p<O. 01) . In other words,, high SES subjects became aware of 
the economic status or more precisely, the poverty condition 
of the men from an earlier age. However, as they became 
older, the low SES subjects seemed to catch up with the high 
SES group, and their perception of the men's poverty became 
more similar. 
(c) Interrelationship between economic and moral notions 
The following analyses were based on the number of subjects 
who recalled correctly which bricklayer was the hardworker 
(114 subjects). 
The first question was which of the bricklayers the richman 
helped. Overall, the subjects were more likely to choose 
the hardworking bricklayer as the person that the rich man 
helped (z = 4.59, p<0.001). No significant difference. 
between the two SES or age groups was revealed from the 
analyses; in general, a higher proportion of subjects (72%) 
chose the hardworking man as the recipient of help. 
The next question was concerned with the reason(s) the rich 
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man helped the bricklayer (the one that the subjects 
mentioned in the previous question). One interesting feature 
from the subjects' responses was that the particular 
characteristics of the bricklayers did not seem to make any 
difference in their choice of justification; the charitable 
nature of the rich man (in expression such as 'he felt sorry 
or pity') was the most favoured reason for helping the men 
(36% for the hardworking and 37.5% for the lazy man). 
However, when it came to the hardworking man, his own 
industriousness became the second most frequently mentioned 
reason for helping him; while the lazy man's poverty came 
second in the subjects' choice of the reasons for helping 
him. Considering that the majority of the subjects believed 
the bricklayers were poor, this finding seemed to suggest 
that some of the subjects perceived the lazy bricklayer as 
poorer than the hardworker. 
As with the Indonesian pilot study, the most favoured kind 
of help for the two men was 'work'. In the story, one of the 
bricklayers was said to be working hard, therefore, he 
already had a job. Nevertheless, many subjects (34.6%) still 
believed that a job was the kind of help the bricklayer 
needed. The subjects, emphasis on 'work' was interesting; it 
could be that this reflected the subjects, concerns with the 
employment situation in the country. As has been said in the 
previous chapter, unemployment or underemployment was still 
one of the most urgent problems in Indonesia. Direct or 
indirect exposure or involvement with the situation has made 
subjects more sensitive to or aware of this problem. 
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With regard to the question of the relationship between 
economic and moral ideas, the subjects were asked who they 
thought deserved to be helped. The probability for subjects 
to choose the hardworking as deserving the help was 
significantly different than the probability of choosing the 
lazy man (z = 4.964, p <0.001). The groups did not 
significantly differ in their perception of the man whom 
they thought deserved to be helped; neither social class 
(X2= 2.02, df= 1, ns) nor age (X2= 3.53, df = 1, ns) had 
any significant effect on their preference, although a 
larger percentage of them (74%) chose the hardworking 
bricklayer. 
It should be noted here that the questionnaire used in the 
British study is not totally comparable with the 
questionnaire employed in the Indonesian study. One question 
from the British questionnaire was eliminated in the 
Indonesian questionnaire as it produced irrelevant 
responses. But three recall questions were added to the 
existing recall question in the Indonesian study, to improve 
the reliability in drawing inference about children's recall 
ability. 
(ii) The evaluation of the hardworking and lazy men 
From the twelve pairs of dichotomous characteristics, a 
score between 0 to 12 for each bricklayer from every subject 
was obtained. The number of subjects included in this 
analyses was 114, i. e. those subjects who accurately 
recalled the man who worked hard (see Appendix L. 2 for the 
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number of subjects in each age groups). Table 8.4 presented 
the mean evaluation scores for the hardworking and lazy men 
by subjects broken-down by social class and age. 
Table 8.4 Mean evaluation scores broken-down by age and 
social class (Indonesian sample) 
Age 5 7 9 11 
x SD x SD x SD x SD 
Hard- 
working 
High SES 9.91 1.45 10.00 1.56 10.75 . 64 10.85 . 37 Low SES 8.00 2.08 8.36 1.75 8.87 2.31 9.93 1.21 
Lazy 
High SES 4.73 2.90 3.53 4.01 2.15 1.35 2.55 1.79 
Low SES 5.00 2.26 
18.00 
1.95 
1 
7.12 3.18 
1 
4.43 2.901 
Table 8.4 shows that with increasing age, the subjects' 
evaluation of the hardworking man became more positive, in 
the high as well as in the low SES group. Although both SES 
groups evaluated the hardworking man positively, table 8.4 
(and Fig. 8.2) showed that from very young age (five years 
old), compared with the low SES group, the high SES subjects 
had already judged the hardworking man more positively. On 
the other hand, the high SES' evaluation of the lazy 
bricklayer was already not very positive even from early 
age. This evaluation became more negative by the time the 
subjects reached eleven years old. 
Meanwhile, the low SES group's evaluation of the lazy 
bricklayer showed a rather different pattern. The five year 
old subjects judged the lazy bricklayer much in 
the same way 
as the high SES five year olds, i. e. not too positive. 
The 
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Fig. 8.2 Mean-score for the evaluation of the 
hardworking and lazy men as a function of age 
and social class (Indonesian sample) 
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low SES seven and nine year olds, however, perceived the 
lazy bricklayer much more Positively than the five year 
Olds. At eleven years, the low SES subjects' positive 
evaluation dropped drastically and became more negative, 
like the evaluation of the five year olds. Compared with the 
high SES group, the low SES subjects in general assessed the 
lazy man more positively. 
An ANOVA was performed to examine whether there was 
significant effects of social class and/or age, or an 
interaction effect between social class and age on the 
subjects' responses. A summary of the analysis was given in 
table 8.5. 
Table 8.5. Stim ary of Analysis of Variance for the 
evaluation of the hardworking and lazy men (Indonesian 
sample) 
ISource of Variation 
Between subjects 
Socclass 
Age 
Socclass x age 
Subjects in groups 
(error) 
Within subjects 
Effort 
Socclass x effort 
Age x effort 
Socclass x age x 
effort 
Effort x subjects 
in groups 
Sum of Mean F Sign 
Squares DF Square of F 
22.05 1 22.05 5.70 <0.05 
10.65 3 3.55 . 92 ns 38.84 3 12.95 3.34 <0.05 
410.32 106 3.87 
1226.41 1 1226.41 239.54 <0.001 
257.22 1 257.22 50.24 <0.001 
98.19 3 32.73 6.39 <0.001 
55.17 3 18.39 3.59 <0.05 
542.71 106 5.12 
The first part of table shows that the high SES differed 
significantly from the low SES group in their evaluation of 
the hardworking man. Interaction between social class and 
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age was also significant; the effect of social class in the 
evaluation of the men depended on the age of the subjects. 
Fig. 8.2 shows that in contrast to the rest of the low SES 
groups, the seven and nine year old groups were more 
positive in their evaluation of the lazy man. 
For the within-subjects effect, a highly significant effect 
for the factor 'effort' was revealed. As can be recalled, 
'effort' was the within subjects' factor created to examine 
whether there was any difference in the subjects, own 
evaluations of the hardworking and lazy bricklayers. 
The difference between the high SES groups's evaluation of 
the two bricklayers was certainly larger than the difference 
between the low SES subjects' evaluation of them (mean 
score 7.45 and 2.72 respectively). The effect of age was 
revealed to be significant; with the exception of the five 
year olds, the older the subjects the larger the distinction 
between their evaluation of the hardworking and lazy man 
(mean difference score 4.33,3.88,5.55, and 7.15 
respectively for the five, seven, nine and eleven years 
old). A marginally significant interaction effect between 
social class and age was, found; the distinction in the 
evaluation of the hardworking and lazy man (the 'effort' 
score) became larger with increasing age, but it was 
contingent upon the social background of the subjects. In 
the high SES group,, a consistent increase with age was 
revealed, while in the low SES the pattern was irregular. 
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It was noticed that the low SES five years old subjects had 
a different pattern of responses compared with the other 
younger subjects from their own social group. They assessed 
the lazy man more negatively, almost as negative as the 
evaluation of the eleven year olds from the low SES. As 
said in the previous section (see 8.2.2.2: Indonesian 
subjects), compared with the other low SES subjects, the 
five year olds could have come from a better socio-economic 
environment (judging from the school they went to, the area 
where they lived in and the parental occupation). Hence, 
they may have been erroneously categorised as low SES. 
To examine further whether there was any difference between 
the countries in their evaluation of the men, an ANOVA 
(social class x age x country by 'effort') was performed, 
and a summary of the analysis was presented in Table 8.6. 
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Table 8.6 Summary of Analysis of Variance for the evaluation of the hardworking and lazy men (British and Indonesian samples) 
Source of variation Sum of Mean F Sign 
Square DF Square of F Between subjects 
Socclass 9.43 1 9.43 2.43 ns Age 3.32 3 1.11 
. 29 ns Country 18.56 1 18.56 4.79 <0.05 Socclass x age 24.44 3 8.15 2.10 ns Socclass x country 14.20 1 14.20 3.66 ns Age x country 17.22 3 5.74 1.48 ns Socclass x age x 
country 20.30 3 6.77 1.75 ns Subjects in groups 875.46 226 3.87 
(error) 
Within subjects 
Effort 3642.19 1 3642.19 611.51 <0.001 
Socclass x effort 286.73 1 286.73 48.14 <0.001 
Age x effort 143.89 3 47.96 8.05 <0.001 
Country x effort 87.42 1 87.42 14.68 <0.001 
Socclass x age x 
. effort 
44.13 3 14.71 2.47 ns 
Socclass x country 
x effort 41.28 1 41.28 6.93 <0.01 
Age x country x 
effort 61.93 3 20.64 3.47 <0.05 
Socclass x age x 
country x effort 32.41 3 10.80 1.81 ns 
Effort x subjects 
in groups 1346.19 226 5.96 
As the analysis was performed to examine the effect of 
countries, the following discussion will focus on this 
issue. Significant difference was shown by the two countries 
in their differential evaluation of the hardworking and lazy 
men; a larger discrepancy in the evaluation of the two men 
was shown by the British sample (mean score 7.14 compared to 
5.46 for the Indonesian group). 
An interaction effect between social class and countries was 
found in the evaluation of 'effort'. A marked distinction 
between the high and low SES groups in their differential 
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evaluation of the hardworking and lazy men was only shown by 
the Indonesian sample, as shown in table 8.7. 
Table 8.7 Differential evaluation score for the two 
bricklayers as a function of social class (British and Indonesian samples) 
Country 
Britain 
Indonesia 
High SES 
7.81 
7.45 
Table 8.7 -shows that while the middle class Indonesian 
children were similar to the British children from 
comparable social backgrounds in their distinct perception 
about 'hardwork' and 'idleness', the low SES Indonesian 
children on the other hand were not very discriminatory in 
their evaluation of the hardworking and lazy men. In terms 
of age, table 8.8 summarises the difference between the age 
groups in the two countries in their evaluation of the men. 
Table 8.8 Differential evaluation score for the two 
bricklayers as a function of age (British and Indonesian 
samples) 
Country 
Britain 
Indonesia 
ge in years 
5 
4.62 
4.33 
Low SES 
6.33 
2.71 
7 
7.50 
3.88 
9 11 
7.64 7.74 
5.55 7.15 
As table 8.8 shows, a large discrepancy was found between 
the British five Year olds and the rest of the age groups 
(i. e. 7,9, and 11 years), but no such differences were 
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revealed between the 7,9 and 11 years old groups. It seems 
that from the age of seven, the British children have 
already developed a firm conception of the ideas of 
'hardwork' and idleness'. On the other hand, a gradual 
development of this notion with increasing age is manifested 
by the Indonesian children. As discussed previously, the 
five year olds from the low SES group might have come from a 
better social background than the other low SES children; 
hence, the five year olds' differential evaluation of the 
two men was higher than the differential evaluation of the 
seven year olds. 
In the analysis of the responses from the questionnaire, the 
age groups were collapsed into the younger and older groups; 
with hindsight, it would have been more desirable to analyse 
the original age groups (i. e. 5,7,9, and 11 years) so that 
any changes between the age groups could be more clearly 
displayed. 
8.4 DISCUSSION and CONCLUSIONS 
Older children from both countries performed better in the 
recall task than the younger subjects. Memory 
is part of the 
broader cognitive system (Kuhn, 1988); with increasing age 
there is also an increase in focused attention and 
better 
use of language in recall. The finding that older children 
can recall more information is therefore 
hardly surprising. 
However, cultural differences were also revealed. 
Indonesian 
children from middle class backgrounds show 
better recall 
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ability than their counterparts in the low SES group, a 
finding that is absent in the English results. Cross- 
cultural studies have shown that recalling isolated pieces 
of information is easier for children who are more 
accustomed to long hours of learning in school and listening 
to verbal information (Seitz, 1988). The high SES Indonesian 
children's more advanced ability to remember information can 
probably be attributed to the fact that these children have 
attended school for a longer period than the low SES group, 
and are more familiar to verbally presented information and 
memory tasks. As noted earlier, by the time the Indonesian 
subjects reach seven years old, the high SES group has 
already had an advantage of about two years education. 
Thus, regardless of culture, older children display better 
recall ability than their younger peers. On the other hand, 
compared to their counterparts from the low socio-economic 
background, only in the Indonesian sample did the middle 
class children show superior memory; no such social class 
difference was found in the British group. 
Three stereotypes were examined, i. e. stereotypes about the 
physical stature, economic status and personality 
characteristics. 
Strong stereotypes about physical size were not 
demonstrated 
by any particular group of children in the Indonesian 
sample. Compared to the average adults 
in Britain, the 
Indonesian adults are usually shorter, and height may 
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therefore have different value for the Indonesian children. 
On the other hand, the high SES younger children in the 
British group exhibited a more stereotyped perception of the 
men's physical size and associated poor people with small 
body build. Tall physical stature is presumably the desired 
body build for adults in the present day British society and 
by attributing small physical figure to the poor men, 
British high SES younger subjects seem to see poor people as 
possessing an unwanted char. acteristic. In their study, 
Baldus and Tribe (1978) found that with increased age, their 
subjects with average ages of six, eight and eleven years, 
showed more predispositions to perceive lower class people 
in negative ways and vice versa for high class persons. The 
finding in this study suggests that only the younger 
subjects (five and seven years old) from middle class 
families in Br--*Ltain display this kind of predisposition. 
Body build is an overt and observable characteristic; it is 
possible that the British children's stereotypes of poor 
people as small disappear as they grow older since they can 
objectively observe the object of their stereotypes in real 
life. 
In contrast to their Indonesian peers from presumably 
comparable social backgrounds, the middle class British 
children are already aware of the men's economic status 
from an earlier age. To put it differently, even from a 
young age, British middle class children manifested a 
high 
degree of consciousness about the size of houses as a symbol 
of wealth. This finding seems to support what some authors 
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have suggested (Dittmar, 1990; Furnham and Jones, 1987), 
that in Western industrialised societies, possessions 
function as an important symbol of identity and become a 
part of the self concept; furthermore, socialisation to 
possession seems to begin at very young age (Furby, 1978b). 
Middle class British children develop a consciousness of the 
importance of material possessions from an early age, 
probably because of the kind of society (e. g. capitalist, 
high consumerism) they live in. 
A different story is presented when the subjects were asked 
directly whether the men were rich or poor. In this 
instance, it is the Indonesian high SES younger subjects 
who show more advanced understanding or awareness of the 
men's poverty status than their same age counterparts in the 
low SES group; whereas in the British sample, this awareness 
is demonstrated more often by the older subjects from both 
social backgrounds. One possible explanation can be found 
in the nature or position of the job itself in each country. 
Certainly in Indonesia, bricklaying is considered as a poor 
job, with poor pay and no future. It is suggested that 
within the context of their life experience, for example, 
due to the family employing bricklayer(s), from a young age 
middle class children acquire their advanced knowledge of 
the poverty status of the bricklayers. 
Despite this variation, one thing seems to be certain, 
middle class children in Britain and Indonesia become 
conscious of economic difference at an earlier age than the 
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low SES children. How is this social class difference to be 
explained? One possible argument is that the result simply 
reflects the possible IQ differences between the high and 
low SES groups; a suggestion that has been put forward by 
cognitive developmental theory (e. g. Turiel, 1983). What the 
theory proposes is that variations in knowledge lie along a 
developmental continuum of structural complexity, and IQ is 
associated with progress along this continuum; therefore, 
differences between middle and working class children are 
due to the different degree of progress that these children 
have achieved along the dimension of structural complexity. 
If this interpretation is correct, i. e. that middle and low 
SES groups differ only in their IQ., and thus, are 'located' 
in different point along the continuum, then the same IQ 
difference should be found in the older age group as well; 
i. e. class difference has to be manifested with the older 
subjects. But the fact that no social class difference is 
revealed in the older group may suggest that the low SES 
subjects could have caught up with the high SES children as 
they become older, or that another mechanism is responsible 
for the social class difference in the younger age group in 
both countries. 
Social class differences were found in Emler and Dickinson's 
(1985) study, in which they investigated children's 
representations of income inequalities. Taking the 
perspective of social representation, these authors argued 
that social representations of economic inequality were more 
detailed, extensive and salient in the middle class; 
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therefore, young members of this class absorbed or 
incorporated these representations more rapidly. In the same 
vein, social class differences were revealed, sharpest at 
the youngest age level (around 12 years old), in Jahoda's 
(1981) work about the development of thinking about the 
bank. Jahoda (ibid) suggested that some forms of social 
knowledge, such as economic processes or systems, were not 
accessible for direct observation, i. e. children had to 
acquire the relevant information from the social 
environment, and as far as economic phenomena were 
concerned, a middle class background provided a richer 
information environment. 
Thus, what Emler and Dickinson (1985), and Jahoda (1981) 
suggested is that different social classes have access to 
different social environments and its cultural amplifiers 
(e. g. literacy). As discussed previously, there are reasons 
to believe that British middle class children have more 
exposure to one of these cultural amplifiers, namely, books 
(e. g. Davie, et. al., 1984; Wells, 1984). A similar case has 
been suggested for the Indonesian middle class children; 
their exposure to story books and comics (some titles 
were taken from fairy tales) is more extensive than the low 
SES children. Thus, it may be argued that exposure to and 
transmission of knowledge about the social world is more 
wide-ranging and comprehensive in the middle class compared 
with the low SES milieu, particularly at the younger age. 
With increased age, the two social groups seem to level off; 
it may be that after several years of socialisation at 
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school, the low SES children's thinking and ideas of 
economic reality become more similar to their middle class 
friends. As Ausubel, Sullivan and Ives (1980) observed, 
school, which is one of the official socialising 
institutions, is middle class in outlook and therefore, it 
arguably can be suggested to reinforce middle class 
standards and values. 
In both cultures, stereotypes about personality 
characteristics were shown to be stronger with increasing 
age. The older the British and Indonesian children are, the 
more positive their evaluation of the hardworking person is, 
but at the same time they have a more negative view of the 
lazy man. Moreover, with increasing age, the distinction 
between their evaluation of the hardworking and lazy persons 
becomes more marked, a trend that is also exhibited by the 
high SES subjects from the two countries. How does one 
positive characteristic (hardworking) become associated with 
other positive characteristics, and vice versa for the 
negative characteristic (lazy)? Stereotypes about particular 
groups of people are suggested to exist in society. 
Pennington (1986) has argued that stereotypes are sustained 
through conformity to established social values or norms in 
a particular social environment. 
As they grow older, children are also more likely to 
describe the rich in terms of positive physical and 
personal attributes, and vice versa for the poor (Stacey, 
1985). Thus, laziness is conceived as a personality flaw or 
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shortcoming that poor people have, and is thus considered as 
an undesirable trait. In this study, however, one of the 
poor men is described as lazy and consequently, he is 
evaluated less favourably than the other poor but 
hardworking man by subjects from both cultures. Hardwork 
is one of the traits that the Protestant Work Ethic (PWE) 
emphasises (Furnham and Lewis, 1986), while other authors 
suggest that PWE is the guiding principle of some Western 
capitalist countries (e. g. Teagin, 1972; Glachan, 1986; 
McGurk, 1990); therefore, the British children's negative 
perception of the lazy man may be related to the pervasive 
influence of the PWE culture in British society. On the 
other hand, the Indonesian children consistent reference to 
the hardworking man as the recipient of help and as the 
person who deserved to be helped, seems to suggest that the 
work ethic is stronger in Indonesia. Analyses of Indonesian 
fairy tales and reading books show that these literatures 
stress punishment for bad behaviour; hence, good behaviour 
is prominently recognised and rewarded. However, whether the 
Indonesian children's perception of hardwork and idleness is 
influenced by the PWE needs, of course, further examination. 
It could be that personality traits like hardworking and 
laziness have more universal values, or that the work ethic 
is not exclusively Protestant. 
Older children from both countries are more stereotyped in 
their perception of the hardworking and lazy men. It could 
be argued that because of their age, these children are more 
exposed to stereotypes in society. However, if age is 
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associate with older children's stronger stereotypes, how 
then is it possible to account for the stronger stereotypes 
held by the high SES children in both cultures, in 
comparison with the low SES group? 
Age certainly does not account for this social class 
difference; children acquire stereotypes about certain 
groups of people from their social environment (Wegner and 
Vallacher, 1977). Analysis of fairy stories have revealed 
that figures in the stories are depicted stereotypically, 
and stable interrelationships between good, positive 
characteristics exist. Stereotypes exist in society and 
children come into contact with them frequently. There is 
mounting indirect evidence in this study to suggest that 
stereotyped information about certain people is transmitted 
socially through literature that is read to or by young 
children - 
Differences between the two cultures are presented in the 
choice of the person that the rich man helped; large 
proportion of Indonesian subjects believe that help should 
be given to the hardworking person. This view is shared by 
the younger British subjects, but not by the older ones, who 
assumed the rich man helped the lazy person. This finding is 
rather surprising, especially in connection with the idea of 
PWE to which several authors (e. g. Glachan, 1986; McGurk, 
1990) have referred. With increasing age, British children 
ought to be more sympathetic to the hardworking man. 
One 
plausible explanation could be that as they become older, 
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British children differentiated help from deservingness, so 
that help is associated with pity for the sorrowful state of 
the lazy man (therefore help is given to him), while 
deservingness is related to work and hence is reserved for 
the hardworking person. The decision to help the lazy person 
is therefore made on the basis of pure compassion for 
someone whom the children perceive as existing in a 
distressful condition. 
This suggestion is supported by the way subjects justified 
their preference of the man that is helped, in which 
British children make a distinction between the characters 
of the men, to the effect that the lazy man is helped 
because the rich man feels sorry for him, while the 
hardworking person is said to be helped because of the 
quality of his own character. On the other hand, regardless 
of the personal characteristic of the men (hardworking or 
lazy), Indonesian children refer to the charitable or 
compassionate nature of the benefactor in justifying help 
for either men, i. e. the decision to give help has not much 
to do with the characteristics of the workers. 
So far, the findings seem to show that the interrelationship 
between the economic and moral notions is weaker in the 
British sample; the older children believe the lazy person 
should be given assistance. But when it comes to the heart 
of the matter,, and the children are asked who deserves to 
be 
helped, the majority of the British and Indonesian children 
confirm that the hardworking person deserves to get the 
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help. In spite of their previous compassionate and 
altruistic attitude in offering assistance to the lazy 
person, the older British children still show strong notions 
of morality and its association with the economic life. 
Another significant variation between the British and 
Indonesian subjects is demonstrated by their choice of help 
for the men. British children favour helping with money, 
while Indonesian children prefer work. It is argued that 
this contrast reflects the different concern that each 
society transmits to its members; since the nation's 
independence, unemployment and/or underemployment in 
Indonesia has been and still is a major problem for the 
country. In 1983 it was estimated that 16 million or 25% of 
the whole labour force was 'half, employed (Tempo, 1987), 
and the majority of those unemployed or underemployed were 
young people. Unemployment or underemployment is not merely 
an academic, subject for daily conversation, but across 
time it has been integrated as part of many children's life, 
having one or another family member unemployed or 
underemployed. 
Thus, in Vygotskian terms, for a large proportion of the 
society, work is a consciousness that has been transmitted 
through successive sharing of mind (Bruner, 1986). Moreover, 
with no welfare system to financially support the 
unemployed, work becomes the sole means for survival and 
improving one's life. The same principle could be applied 
for the British children's preoccupation with money; in a 
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capitalist society, money is probably the dominant feature 
in people's awareness. Connell (1977) noted that money was 
the most important agency of socialisation to class 
relations; the finding in this study seems to suggest that 
both social classes in Britain are equally socialised to 
money. Therefore, given that both countries differ in their 
concern for this aspect of economic reality, and no social 
class differences are found in each country, it may be that 
a common consciousness exists regarding some aspects of 
economic phenomena, such as economic consciousness on a 
national level that supersedes social classes. 
The instruments used in the Indonesian study were the 
translated instruments developed for the British study. 
Although back-translation was carried out to insure the 
meaning was the same, problems with language may still 
exist. Words that convey special meaning in English may 
loose the meaning when translated to Indonesian language. 
Moreover, the formula of the fairy-tale like story is 
likely to be more familiar with the British children but may 
not be so for the Indonesian children, particularly those 
from the low social backgrounds. 
To conclude, only the younger British children from middle 
class background have stereotypes about the physical size of 
the poor men. The hypothesis that there is a social class 
difference in the understanding of economic inequality is 
only partially confirmed; the high SES children 
become 
aware of economic inequality from an earlier age. 
Stronger 
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positive or negative stereotypes about the two characters 
are also more likely to be exhibited by both older and high 
SES subjects from the two countries; this seems to confirm 
the second and third hypotheses. The two cultures seem to 
agree on the question of deservingness; a person who is 
hardworking, deserves to be helped. Thus, the 
interrelationship between economic and moral notions, found 
in literatures from both countries, is supported by the 
finding in this study. 
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CHAPTER 9 
GENERAL DISCUSSION AND CONCLUSIONS 
9.1 INTRODUCTION 
The present study examined the economic information 
available in one of children's environments, namely books; 
and the parallels between that information and the nature of 
children's economic ideas. Although no causal relationship 
can be inferred from this research, the findings shed light 
on the interactive nature of the relationship between 
individuals and their social environments in the acquisition 
of knowledge about economic reality. 
This chapter is divided into two sections. The first part 
presents the theoretical implications of the results, and 
this consists of two sub-sections: cross-cultural issues and 
a discussion of the findings in relation to Piaget's 
cognitive developmental theory and Vygotsky's 
sociohistorical approach. In the second section, limitations 
of the study, recommendations for future work in this field 
and the general conclusions are presented. 
9.2 THEORETICAL IMPLICATIONS OF THE RESULTS 
The empirical question in the present research arose as a 
response to cognitive developmental theorists, claims that 
they take an interactive perspective regarding children's 
cognitive development. However, they have failed to regard 
the social environment as fundamentally different from the 
physical environment, to specify the nature of the 
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interaction and to identify the source of information for 
children. Their argument that children individually 
construct an understanding of the physical world leads them 
to assume that knowledge about economic reality is also 
constructed relatively independently of the social context. 
Consequently, the restricted accounts that children produce 
in their explanation of economic phenomena are attributed to 
immaturity or the constraints of cognitive structures. An 
alternative view is being advanced in this study, namely 
that children have a simplified and limited understanding of 
economic reality because of the restricted information that 
is socially transmitted to them. Vygotsky (1978) argues that 
children develop cognitively in the context of their cul- 
ture; through social interaction with other members of the 
society, the cultural knowledge and beliefs are interna- 
lised. To address this issue, three cross-cultural studies 
have been conducted in Britain and Indonesia to examine the 
extent to which parallels exist between children's reasoning 
about economic issues and the kind of economic information 
presented in their environments. 
In the first empirical study (Chapter 6), children between 5 
and 11 years old were interviewed to establish their 
knowledge about economic inequality. The findings show that 
these children produce a restricted range of accounts of 
economic phenomena, i. e. they described wealth and poverty 
with reference to possession, and explained and justified 
economic inequality by individual factors. Overall the 
results support what other studies have found. For instance, 
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Leahy (1981,1983) found that children below 11 years old 
described wealth and poverty mostly in terms of possession, 
and economic inequality was explained and justified with 
reference to peripheral or psychological attributes. In 
Berti and Bombils (1988) study about the concepts of 'rich' 
and 'poor', the older children (8 to 11 years) also 
attributed wealth to individual factors, e. g. work. 
It is, however, suggested that children's explanations about 
economic reality are not individually and idiosyncratically 
constructed, but are the individuals' reconstruction of 
cultural or societal 'scripts' or knowledge available in 
society. These findings then led to the second study 
(Chapter 7), in which one potentially important source of 
economic information for children was examined. The focus of 
analysis was on children's fairy tales and reading books, 
and the results of this investigation showed that simplified 
forms of economic information were presented in these forms 
of literature. Moreover, the nature of this economic 
information corresponds to the economic ideas expressed by 
children in the previous study. Evidence is provided in the 
third study (Chapter 8) to show that children's simplified 
or stereotypical ideas about economic reality are consistent 
with the economic information communicated in their books. 
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9.2.1 Cross-cultural issues 
Vygotsky (1978) believes that culture creates consciousness 
and it follows that different cultures ought to produce 
different economic consciousness. This was an assumption 
underlying all the studies presented here. Indonesian 
children, assumed to come from a different culture, should 
produce different accounts of economic reality from the 
British children. 
The findings from the present research show both convergence 
and divergence in the nature and content of economic 
information presented in the literature, as well as in the 
children's ideas about economic reality. Convergence is 
shown in that some Western capitalist values are reflected 
in children's fairy tales and reading books in both 
countries, and it is these economic values that eventually 
were expressed by children in their economic thinking. 
Economic ideas which are usually associated with 
Protestantism (i. e. the idea of deservingness and the value 
of work) by Western scholars are also expressed by 
Indonesian children in their accounts of economic reality 
and to a large extent also in their books. 
Research across cultures usually assumes differences rather 
than similarities between groups of individuals, in their 
mental or social functioning, attributable to the supposedly 
different ways cultures socialise their members. 
Nonetheless, in this study two cultures, assumed to be 
different in their social and economic systems, produce 
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more or less similar accounts of economic reality from 
children. How can this be explained? The first possibility 
is that these two cultures were actually quite similar. It 
goes without saying that concerning some aspects of the 
social environment (e. g. economic reality), some cultures 
will be more alike than others. A second possibility is that 
it is not culture that creates consciousness, at least where 
economic consciousness is concerned. The following argument, 
however, shows that this is unlikely. 
If social environments or culture had no significant role in 
the formation or transmission of economic knowledge, then 
the implication would be that children's understandings of 
economic reality could, indeed, be individually constructed 
in relative independence of the social environment. The 
evidence from both the British and Indonesian studies, 
however, does not support this. There is coherence in the 
children's responses in the two cultures. In Britain, there 
was a consistent relationship between work and 
deservingness, and between distressful living conditions, 
pity and being helped. In Indonesia, with the stress on 
wrongdoing and punishment in children's literature, 
cohesion between good behaviour (hardwork), deservingness 
and being helped was shown in their economic thinking. 
More plausible is the suggestion that regarding certain 
aspects of economic phenomenag some cultures are more alike 
than others. More convergence of economic ideas was 
found 
between the two countries because capitalist values are not 
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at all unfamiliar ideas in Indonesia. From the historical 
point of view, the presence of Western culture in Indonesia 
dates back to the beginning of the sixteenth century, and 
for more than three centuries 'Indonesia' was under the 
Dutch colonial rule. A capitalist economy and capitalist 
ideas were brought into the country during this long period 
of colonialisation. The children who participated in this 
study all lived in Jakarta and this city has been dubbed by 
an Indonesian sociologist as 'Western-oriented' (The Jakarta 
Post, 17 January 1992). On the other hand, this study 
suggests that 'work value' is not strictly a Protestant 
value, but a more extensive or universal one. For instance, 
in Chinese society, a work ethic has always been greatly 
valued (Lee and Zhan, 1991). 
Although different economic systems are presumed to operate 
in Britain and Indonesia, the economic values communicated 
to children in the two cultures appear similar in many 
respects. However, besides the similarities, marked 
differences between the cultures are also demonstrated. 
Indonesian children did not make any distinction between 
deservingness and helping; both were offered to the 
hardworking person. In contrast, British children reserved 
deservingness for the hardworking man, while help was given 
to the lazy person. British children also preferred to help 
poor people with money, while the Indonesian children 
favoured work. These findings are related to the particular 
cultural values and different experiences children have in 
the two coun ries. 
257 
The predominant religion in the two countries is different; 
Britain is officially a Christian-Protestant nation, while 
Islam is the religion of the majority of the Indonesian 
population. According to Geertz (1973), the importance of 
religion lies in its function to serve as a source of 
general, yet distinctive, conceptions of the world. The 
British children in this study offer different 
justifications for helping the hardworking (he worked hard) 
or lazy man (he was poor), which reflect the PWE (Protestant 
Work Ethic) values and Christian charity. On the other hand, 
the justification given by the Indonesian children for 
helping the men corresponds to the Islamic teaching of 
giving Isedekahl or alms to poor people. Considering that 
the religion of most the Indonesian sample is Islam, the 
Indonesian result may reflect an Islamic effect rather than 
an Indonesian effect. If religion influences children's 
conceptions of the world, it is interesting for future work 
to research a single culture but study groups of children of 
different religions. 
The social system in Britain and Indonesia is different. 
Social security benefits, as known in Britain, do not exist 
in Indonesia; unemployed people usually have to rely on 
their families for financial assistance. The spectre of 
unemployment is reflected in the Indonesian children's 
concern about work, and in their expressed preference to 
help poor people by giving work instead of money. Indonesian 
reading books heavily emphasise the relationship between bad 
behaviour (idleness) and punishment. This is the explicit 
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message; it can be argued that implicitly, children draw 
inferences about the connection between (hard) work and 
reward. 
Agreements and disagreements are presented by children in 
Britain and Indonesia in their ideas about economic 
inequality. Studies that have looked into children's 
economic understanding from cross-cultural perspectives are 
Jahoda's (1983) and Ng's (1983) studies (see Chapter 3). 
They found that children in Zimbabwe and Hong Kong had a 
more advanced understanding of economic exchange (profit and 
'shop') because of the high level of exposure to trade and 
business these children had in their cultures. However, 
their studies are different from the present research in at 
least two accounts. Firstly, the present study is concerned 
with economic inequality, while Jahoda and Ng studied 
economic exchange. It is possible that these two types of 
knowledge are basically different and children acquire this 
knowledge through different processes (Dickinson, 1986). 
Unlike economic inequality, economic exchange is a concrete 
and observable process. Economic inequality is an 
established social condition; children (the poor, 
especially) experience the effects of economic inequality, 
but the process itself is already 'history'. On the other 
hand, although children may not fully understand what is 
involved in economic exchange, they can observe the process 
directly, for instance, when they go buying sweets in a 
shop. Some basic knowledge of arithmetic, for example more, 
or less', is also necessary before children can understand 
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profit and arrive at a 'correct, or logical answer. The 
questions asked in Jahoda's study, for instance, were 
questions which invited correct responses (e. g. 'how much' 
and 'pay more or less'). 
Secondly, these studies structured their data differently. 
Jahoda and Ng used the Piagetian framework in the 
organisation of the data, and consequently produced the 
stage-like trend in the understanding of profit, with older 
children showing more 'correct' knowledge of profit. The 
present study taps children's understanding about economic 
inequality in accordance with their cultural scripts and 
beliefs, and therefore, there is no judgment as to the 
correctness of their responses. Moreover, this study was not 
looking for stages as described in the traditional 
Piagetian research. 
The cross-cultural differences in economic understanding 
that were expected to be manifested in the present study are 
not strongly displayed. This may be because the two cultures 
are not that different economically, and the economic 
information available to children in both countries is not 
profoundly different either. Further studies are needed in 
this I field before the social transmission of economic 
knowledge can be inferred conclusively. Future cross- 
cultural work should look into societies in which the 
information available to children, directly or indirectly, 
about economic phenomena is demonstrably different, and then 
examine the different economic representations that children 
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produce. Another approach would be to conduct a major 
intervention study, in which the economic information 
available to children is manipulated experimentally and the 
effects are then evaluated. However, there are clear ethical 
as well as methodological problems with this kind of study. 
For example, it would be very difficult to control the other 
environmental variables that may affect children's 
understanding of the economic reality. 
9.2.2 Individual construction or social reconstruction? 
Cognitive developmental theory conceptualises development as 
an intra-individual process and, consequently, regards the 
acquisition of knowledge about the social world as an 
individual achievement. For the Piagetian cognitive 
developmentalists (e. g. Berti and Bombi, 1988), socially- 
transmitted instruction can promote cognitive development 
only if the child has the cognitive structures that can 
assimilate this information. Social influence and learning 
are not considered as conducive to development because, for 
Piaget, real development can only occur when the child moves 
from one cognitive stage to the next. Children's thinking is 
seen as different from adults' or adolescents, because of 
the different cognitive structures and organisation (level 
of operational thinking) they possess. The possibility that 
different environments provide different experiences, which 
may also influence children's understanding of the social 
world, has been largely neglected by cognitive developmental 
theorists (McGurk, 1992). 
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For Piagetians, environmental factors primarily influence 
the rate of cognitive development but not its direction or 
stage-like nature. Thus, only the structures of logical 
thinking are considered of prime importance for the 
development of social knowledge, whereas the context in 
which the individual lives and develops the social 
understanding is effectively ignored. 
This study does not dispute cognitive developmental theory's 
assertion that children must possess certain cognitive 
abilities in order to understand their environment. It is 
highly unlikely that three year olds will be able to 
understand a theory of gravity even with the best teacher to 
instruct them. On the other hand, if an aspect of social 
reality is not presented or only partially communicated to 
them, then children are unlikely to develop an understanding 
of such a phenomenon or construct a 'correct' representation 
of this reality. 
Economic inequality is a social condition and reality 
created by complex social, political, and economic 
processes. The nature of the laws and rules governing 
economic inequality is not universal as in the physical and 
natural world, but mostly idiosyncratic and relative, 
determined by social and political values (Emler, Ohana and 
Dickinson, 1990). What constitutes poverty in one country 
may be considered as relative wealth in another. Like any 
other social values, economic values are abstract values, 
defined and given meaning by society. People's understanding 
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and beliefs about economic inequality are therefore not 
usually founded on logical inferences about economic events, 
but more often based on societal consensus, non-logical 
norms or regulations, and so forth. The representation, 
shared meanings and common beliefs about economic inequality 
may therefore differ from one culture to another, or even 
between sub-cultures and groups. 
As noted in Chapter 5, a capitalist economy operates in 
Britain. Related to this system is the concept of the 
Protestant Work Ethic (Weber, 1967), which emphasises the 
value of work. Looking at the present data, it can be seen 
that possession is the favoured description for wealth and 
poverty, whereas economic inequality is explained and 
justified by reference to individual factors (e. g. work, 
effort). Overall, children also believe that people who work 
hard deserve to be rewarded. These findings make less likely 
cognitive developmental theorists' claim that children's 
accounts of economic reality are entirely individual 
constructions, for at least two reasons. Firstly, the 
uniformity or homogeneity of economic accounts given by 
these children suggests that it is unlikely that they 
constructed these understandings individually, in relative 
independence of the social context. It is more likely that 
the responses are their reconstructions of cultural or 
societal scripts' (Goodnow, 1988). Secondly, there is a 
close enough correspondence between the children's economic 
ideas and the economic information communicated in their 
books, that it may be argued that children's understanding 
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of economic reality reflects the economic knowledge or 
beliefs available in society at large. 
Children in this study explain and justify economic 
inequality mostly in terms of individual factors, because 
these are the explanations or 'scripts' about economic 
inequality that society provides for them. The predominance 
of individualistic explanations of economic inequality 
reflect the strong individualistic spirit of capitalism in 
Britain (Dickinson, 1984). Young children are rarely 
exposed to information about economic inequality beyond the 
explanation such as the person is diligent or 
hardworking'; more complex ideas about economic inequality 
are only communicated at a later age. The parallel between 
what children think about the relationship between work and 
reward, and the economic beliefs in society is sufficiently 
apparent as to suggest that children are more likely to 
pick up this idea from their environment than to construct 
it themselves. It is possible that children are introduced 
to the idea of 'doing more to get more, from an early age, 
through informal (e. g. parents) as well as formal education 
(e. g. school). 
According to cognitive developmental theory, changes in 
understanding of economic inequality, for instance from the 
concrete to the more psychological accounts, and finally to 
the sociocentric explanations of economic inequality (e. g. 
Leahy, 1981,1983), occur through cognitive conflict, i. e. 
conflict between children's mental conception of the world 
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and their experience of reality. The disequilibrium created 
by the conflict leads to a process of equilibration that 
eventually restructures the child's conception to a more 
'correct' representation of the world or to a more logical 
solution of a problem. Children in this study believe that 
hardwork should be rewarded; however, the reality of life 
shows that many hardworking people do not get the rewards 
they deserve. If children develop their ideas of economic 
reality through their encounter with reality and thus, 
cognitive conflict, then with increased age they ought to 
have a more 'correct' representation of economic reality. In 
other words, as they become older children should actually 
think that reward has nothing to do with hard work. The data 
from this study, however, show that with increased age, 
children make a stronger association between reward 
(deservingness) and hardwork. It is apparent that the idea 
of deservingness is a moral issue, fostered by society to 
serve its interests. As children become older, the shared 
belief about the relationship between work and reward 
becomes more uniform. 
Simplistic forms of capitalist values and the Protestant 
Work Ethic are presented in children's fairy tales and 
reading books, and children's ideas about economic 
inequality reflect these values. It is not possible for this 
study to infer a direct causal relationship between books 
and children's thinking about economic reality. What the 
data show is a correspondence between the economic 
information in books and children's understanding about 
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economic reality. In this study, the nature of children's 
exposure to fairy tales at home or in school was not 
directly examined; the finding that children's ideas about 
economic reality closely correspond to the economic 
information in fairy tales must therefore be based on the 
assumption that children are exposed to this literature, 
namely, they read or are read fairy tales. The existing 
research literature (O'Connor, 1989) indicates that books of 
fairy tales are used in schools to assist children in 
learning to read, thus, most children are exposed to fairy 
tales at one time or the other. In contrast to exposure to 
fairy tales, which may not be uniform for all children, 
their experience with school reading books can arguably be 
said to be less dissimilar; school children do read and use 
books in their daily academic activities. In terms of actual 
levels of contact, it is likely that children are more 
intensively exposed to reading books than to fairy tales. 
School books are usually age-graded; they are written by 
people who have explicit theories about how children 
develop. Davis (1991) describes how primary school teachers 
usually cited Piaget as the theorist they learnt most about 
during their initial training, and how the teachers' 
personal theories of child development had a strong 
similarity to Piaget's theory of the child as an active- 
learner who thinks qualitatively differently from adults. 
With the popularity of Piaget's theory within the British 
educational establishment, it is also likely that writers of 
reading books present their information in the 
books with 
266 
the assumption that children have immature cognitive 
systems. Economic reality has commonly been regarded as an 
adult concern and young children are therefore presumed not 
to have an interest in this subject or not to be able to 
understand such reality. The notion that children possess 
limited intellectual ability may arguably lead writers of 
reading books (and other stories for this matter) to present 
the economic information in their books in ways that they 
expect will be understood by children, that is, in 
simplified forms. 
It is apparent that children are exposed not only to reading 
books in school, but to a whole societal system with its 
values and standards. Teachers are part of this system, and 
they bring their values and beliefs into the classroom 
and impart these values and beliefs to their pupils. It is 
possible that the particular context of schooling, i. e. the 
type of school children go to may also have a marked 
influence on their orientation towards the PWE. Private 
schools, usually associated with high achievement, can 
arguably be said to promote higher commitment with hardwork 
(work ethic). This is manifested by both British and 
Indonesian private school children, who distinctly differed 
from the state school children in their evaluation of the 
hardworking and lazy men. Compared with the state school 
children, the private school children evaluated the 
hardworking man more positively and judged the lazy man more 
negatively. In the present study, social class cannot 
be 
separated from the type of school the children attended. 
The 
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suggestion that teachers bring their values and beliefs into 
the classroom also needs an independent examination, as no 
measure of such values was undertaken in this study. 
Books represent one context in which economic information is 
communicated to children. However, social transmission of 
information about economic reality is not restricted to 
books; there are other printed and electronic media which 
communicate economic information, particularly television. 
For a large proportion of children living in Western 
industrialised societies, television has assumed a major 
role in their lives. Concerns have been voiced regarding the 
long hours children seem to spend in front of the television 
and the effect this has on children's behaviour. It is 
likely that the values, norms, beliefs and ideas about 
economic reality presented on television resemble those in 
the society. It is also likely that children begin to be 
exposed to television and books at the same time. The 
younger British children in this study associated poverty 
mostly with Africa, most probably because of the television 
coverage about famine and starvation in some African 
countries. 
Although children are claimed to spend long hours watching 
television, this thesis argues that children's exposure to 
books in school is more consistent and equal. Furthermore, 
these books are especially written and purposely used for 
their socialisation. This does not hold true for 
television, in which variation in viewing, in terms of 
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programme or duration, is more likely to occur. Children are 
more likely to watch television with their family, and what 
they can watch is sometimes influenced by parental choice. 
Thus, children may watch programmes that are not intended 
for them. However,, whether the effect of television is 
greater than that of books is an empirical question which 
this study cannot answer and future studies need to address. 
Piaget believes that language only reflects thought. 
Donaldson (1985), however, notes how important language is 
in children's thinking and how context-bound their thinking 
is. In their study with Brazilian children, Carraher, 
Carraher and Schliemann (1985) found that street-vendor 
children could perform mathematical calculations when the 
tasks were embedded in the context of their occupation (e. g. 
selling coconuts) but failed to solve the same problems when 
they were presented formally'. An illustration from the 
findings in the present study supports Donaldson's 
suggestion. Some British five year olds described 'poor, as 
'not well or ill'. It would be easy to categorise these 
children as having restricted ability to understand, or as 
being confused by the dual meaning of the language. However, 
looking at the question, 'what does it mean to be poor? I, it 
is understandable if some children fail to associate 'poor' 
with not wealthy, because there is no context to which 
they 
can refer. Consequently, it is legitimate for them to 
think 
of 'poor' as 'not well' because that is a context 
in which 
the word is often employed. This illustration 
fits 
Donaldson's description of adult's egocentrism; the 
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researcher asking a question about 'poor' with the 
conviction that children understand it as 'not wealthy', and 
the children responding to the word 'poor' according to 
other contexts with which they are familiar. 
So far, the discussion has highlighted the importance of 
socially transmitted information in children's understanding 
of economic reality. This does not mean that children 
mechanically absorb the information. Both Piaget and 
Vygotsky have argued that children are active participants 
in their development; they think and they choose the 
information and representation of the economic world that 
are available in their environments. Furth (1992) suggests 
that society is not an object of clear-cut logical 
consistency; it is apparent that neither is economic 
inequality a phenomenon that is subject to a single correct 
interpretation (Billig, 1987). There may be different 
beliefs and representations, but the most salient in society 
will be predominantly used. For example, children in this 
study explain economic inequality by reference to individual 
factors, but some of them also add 'external' or 
'supernatural' explanations. Thus, children may have more 
than one 'script' to explain reality, though one is probably 
more commonly used than the other(s). Moreover5 there is 
nothing childish in thinking that People become wealthy or 
poor by God's will, because that script is also provided by 
family and society particularly in countries where religious 
beliefs are strongly valued. 
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It is also Possible that different scripts are used by 
different social or age groups in their explanations of 
economic reality; for instance, the results of the empirical 
studies (Chapters 6 and 8) showed both social class and age 
effects. Carraher, Carraher and Schliemann (1985) claim 
that children often have several very different strategies 
available for solving a given type of problem. 
Piaget (1983) proposes universal stages of cognitive 
development. This research did not aim to examine the stages 
in the development of economic understanding; it can, 
therefore, only speculate on the assumed qualitative 
differences in thinking between the different stages. As 
noted previously, the children in this study explained and 
justified economic inequality by reference to individual 
factors. Similar individualistic explanations are also used 
by more than half of the subjects (social science students) 
in Dickinson's (1984) study. These students were older than 
the subjects in the present research, yet they gave accounts 
of economic inequality that parallel the explanations 
offered by children in this study. This raises the question 
of stages in cognitive development; it is possible that 
regarding some aspects of the social or economic world, 
children and adults share more common understandings and 
beliefs than Piaget believed. 
Young children are seen by Piaget as incapable of inferences 
because they cannot decentre. In the stories about the two 
bricklayers, descriptions about the men and the houses they 
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lived in are given. The rich man visited one of the houses 
and helped the person who lived there. Questions about who 
was being helped and who deserved to be helped were asked. 
To make inferences, children need to decentre. They have to 
co-ordinate the information about the bricklayers and their 
particular characteristics (e. g. hardworking or idle and the 
state of the houses they lived in), and how this may have an 
impact on the rich man. In their justification of why help 
is given to the lazy man, the children took the rich man's 
perspective; the lazy man was helped because the rich man 
felt sorry that he had to live in such distressful living 
conditions. However, by choosing the hardworking man as the 
person who deserved to be helped, these children have 
shifted the perspective from the rich man to the bricklayer 
(i. e. the hardworking one) himself. The findings show that 
even the youngest subjects (five year olds) can decentre and 
produce appropriate inferences. Moreover, coherence in the 
capacity to decentre seems to be manifested by children from 
different age groups. 
The aim of the present research is not to disprove cognitive 
developmental theory, but to offer an alternative 
explanation about the restricted range of accounts children 
produce about economic reality. In the traditional cognitive 
developmental research strategy, tasks (usually logico- 
mathematical materials) are devised as ways of exploring 
children's thinking. On the basis of children, responses to 
the tasks, the cognitive structures that underlie their 
understanding of the physical world are inferred. The same 
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strategy is applied by cognitive developmental theorists to 
study children's understanding of the social or economic 
world, with little consideration of the fact that the two 
worlds are quite different. The restricted range of accounts 
that children offer in their explanation of economic reality 
is largely attributed by cognitive developmental theorists 
to the constraints of their cognitive structures. There is a 
need firstly to examine the means by which children have to 
operate upon to arrive at an understanding about their 
social world. This is necessary before conclusions are drawn 
that children's limitations in social understanding are 
imposed by their cognitive constraints. 
Adopting Vygotsky's sociohistorical perspective, this study 
measures the information about economic phenomena in one 
aspect of children's environment,, their literature. More or 
less consistent, but simplified, ideas about economic 
phenomenon are presented in both fairy tales and reading 
books. This simplistic economic information is reflected in 
the representations of economic phenomena that children 
produce. Berry's study (1990) on children's shopping 
scripts, described in Chapter 3, has also shown how limited 
the information about economic reality that is available for 
children. 
Having argued for a Vygotskian position, is there a role 
for ideas of cognitive developmental theory in children's 
acquiring understanding of economic reality? Although 
Piaget 
(1967b) accords an important function to social 
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co-ordination and regulations, expressed in his view that 
It human intelligence develops in the individual as a 
function of social interactions which we far too often 
neglect" (p. 260), he nevertheless neglects the links 
between the social and the cognitive. Piaget is more 
concerned with the development of the individual's cognitive 
structures in a non-social environment. Doise and his 
colleagues (1975,1979,1984), working within a Piagetian 
framework, have placed more importance on social factors in 
the development of cognition. They suggested that social 
interaction exercises a causal effect on cognitive 
development. In their studies, Doise and his colleagues 
showed that the cognitive conflict produced by children 
working together in solving conservation tasks is relatively 
superior to the intraindividual conflict experienced by a 
child working alone. Thus, working co-operatively promotes 
children's cognitive development. These authors also 
emphasised that verbal communication during this interaction 
is essential for progress in cognitive development, and this 
may be interpreted as an occurrence of transmission of 
knowledge between peers. With their experiments, Doise and 
Mugny (1984) demonstrated that participation in social 
interaction leads to cognitive development, and their work 
also substantiated Vygotsky's (1978) claim that 'what 
children can do with assistance today, they can do by 
themselves tomorrow'. It could be that with regard to social 
and economic reality, developmental stages as 
conceptualised by the traditional Piagetian cognitive 
theorists are of limited relevance. 
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9.3 LIMITATIONS, RECOMMENDATIONS AND CONCLUSIONS 
The present studies are not without limitations. The nature 
and extent of children's exposure to fairy tales was not 
directly examined; it was assumed that fairy tales are still 
an integral part of young children's experience. The 
findings about the correspondence between children's 
economic understanding and the economic information in fairy 
tales would be more convincing if evidence about children's 
exposure to fairy tales was established. This could be done 
by, for instance, asking children directly the stories or 
fairy tales that they have read or been read to. Another 
possibility is to interview the parents or caregivers about 
the books or stories their children read, or to visit the 
children at home and count the number of books they have and 
the proportion of the books that are in fairy tale format. 
However, there are practical difficulties as well. Asking 
the children directly whether they read fairy tales may 
produce confirmative responses, because they may assume that 
this is the 'correct, answer the researcher wants to hear. 
Parents may not be accessible for interviews, and the cost 
of home visits may be too expensive. These difficulties are, 
nonetheless, not unsolvable problems, and this information 
is worth having in the future. 
The inferences about the similarities or differences between 
economic information in the British and Indonesian fairy 
tales and reading books were made based on analyses of a 
limited number of books. This raises the question of the 
representativeness of the samples of books used. The 
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classical fairy tales analysed in this study are the recent 
versions of tales from Perrault and the brothers Grimm, 
while Andersen's fairy stories were not included. It is 
arguable whether Perrault and the Grimms are more popular 
than Andersen, but with hindsight, it would have been 
desirable also to include stories from Andersen. The folk 
tales in the Indonesian sample may also raise the problem of 
within-culture homogeneity, as the tales originated from 
'regional' folk tales. The tales were included in the 
analysis due to their assumed popularity; however, there is 
the need to check the popularity of other stories too (e. g. 
'modern' fairy tales). 
Different groups of children but from the same schools were 
recruited for each empirical study (Chapters 6 and 8) 
because of the difficulties in conducting extended sessions 
of interview in the schools. This study would have been 
more elegant if the same children had been used for each 
study, as there would have been more continuity in the 
economic ideas expressed by these children. 
This study examined the economic information in children's 
environment. However, more 'natural history' information 
about children's real life encounters with social phenomena 
is still needed in order to understand how they come to 
their representations. As mentioned previouSlYý economic 
phenomena cannot be separated from other social phenomena 
(political and social institutions, for example). Future 
work should measure information about social phenomena that 
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is directly or indirectly available for children in their 
environments. 
The implications of the findings of this study for education 
bring up the issue of an economic curriculum. Considering 
the limited economic information children get from their 
environment and the necessity for them to make sense of the 
economic world, the study of economics is recommended to be 
included in the syllabus for primary school children, at 
least in Indonesia, and for the older children. 
It seems appropriate to conclude this chapter by going back 
to the considerations that started this study, i. e. 
cognitive developmental theorists' claims that children have 
a restricted range of accounts about economic phenomena 
because of the constraints imposed by their cognitive 
ability, and that their ideas about economic reality are 
constructed in relative independence of the social 
environment. In the light of the findings from this study, 
these arguments may not be justified. This study found a 
coherence between children's simplistic thinking about 
economic reality and the simplified economic information 
transmitted in their books. 
Children live in a particular social environment and they 
share common understandings and beliefs about their social 
milieu with other members of the society. These common 
understandings are presented to children through various 
media, one of which is literature. Analysis of some of this 
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literature shows that similarities and differences in 
economic ideas are communicated to children from each 
country. Differences in economic ideas can be understood in 
relation to each country's socio-historical development, and 
similarities in terms of fluidity and 'contamination' of 
ideas from one culture to another. The results of this study 
show that children reconstruct ideas about economic reality 
from cultural or societal scripts that are presented to them 
by, at least in part, their literature. 
The present research has made a significant methodological 
contribution to the understanding of children's thinking 
about economic phenomena. The sociohistorical approach 
adopted by this study proved to be fruitful in showing the 
relationship between children's ideas about economic 
reality and the culture or society's ideas about that 
phenomena. 
The general conclusion of this research is, firstly, that 
there is strong evidence to suggest that children develop 
understanding about economic reality at least partially 
through the process of social transmission; and, secondly, 
that restricted and simplified forms of economic information 
are presented to children by aspects of their environments, 
e. g. their literature and that this might account for their 
operant level of economic understanding. 
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Appendix A: Coding scheme for content analysis of the poverty interview data 
Descriptions of rich/poor: 
Possessions 
a. general reference to 
b. money 
c. non-luxury 
d. luxury 
2. physical characteristics 
3. personal attributes 
a. positive 
b. negative 
4. education-employment 
possession 
n. easy access/quality of life 
6. other 
7. don't know 
Feelings of being rich/poor: 
1. positive feeling 
2. negative feeling 
3. Don't know 
Rich/poor children go to school: 
1. yes 
2. no 
3. some do, some don't 
4. don't know 
rich and poor children go to the same school: 
1. yes 
2. no 
3. some do, some don't 
4. don't know 
rich/poor people work: 
1. yes 
2. no 
3. some do, some don't 
4. don't know 
kind of work: 
1. professional/managerial 
2. employee in bank, etc 
3. skilled 
4. semi skilled 
5. unskilled 
6. business/trade 
7. other 
8. don't know 
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rich/poor live in: 
1. certain area(posh/slum, etc) 2. house 
3. hut/shack/cardboard boxes 
4. street 
5. other (town/village/countryside/etc) 
6. don't know 
better to be: 
1. rich 
2. poor 
3. in-between 
4. don't know 
rich/poor can be good: 
1. yes 
2. no 
3. sometimes 
4. don't know 
rich/poor clever: 
1. yes 
2. no 
3. some are, some are not 
4. don't know 
hierarchy of wealth: 
1. rich only 
2. poor only 
3. rich and poor 
4. hierarchy 
5. don't know 
there are more: 
1. rich people 
2. poor people 
3. same number 
4. in-between 
5. don't know 
transformation/individual mobility: 
1. individual factors 
2. external factors 
3. supernatural 
4. other 
5. don't know 
rich can be poor/poor can be rich: 
1. yes 
2. no 
3. some 
4. don't know 
child of rich/poor 
1. yes 
2. no 
3. not always/some 
4. don't know 
parents is also rich/poor 
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charity: 
1. individual factors (work, study, effort, savings, etc) 2. external/society 
3. don't know 
personal description: 
1. rich 
2. poor 
3. in-between 
4. other 
friends are; 
1. rich 
2. poor 
3. in-between 
4. mixture 
5. don't know 
justification (why some people are 
1. individual factors (difference 
2. external factors 
3. supernatural 
4. other 
5. don't know 
who is to blame: 
1. rich people 
2. poor people 
3. both 
4. no one 
5. other 
6. don't know 
rich and others poor): 
in effort/ability, etc) 
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Appendix B. 1 The Poverty Interview Schedule (British) 
1. What does it mean to be rich? 
What does it mean to be poor? 2. How does it feel to be rich? 
How does it feel to be poor? 
3. How can you tell that somebody is rich? Tell me more. How can you tell that somebody is poor? Tell me more. 4. What are the differences between the rich and the poor? 5. Do rich children go to school? 
Do poor children go to school? 
6. Do rich and poor children go to the same school? Why is this? 
7. Do rich people work? 
What do they do? 
Do poor people work? 
What do they do? 
8. Where do the rich live? 
Where do the poor live? 
9. Is everybody either rich or poor, or are there other 
kinds of people? 
10. Are there more rich or poor people in the world? 
11. What do you think is better, to be rich or to be poor? 
Tell me more. 
12. Do you think a rich man can be good? 
Do you think a poor man can be good? 
13. Are rich people clever? 
Are poor people clever? 
14. How do people get to be rich? 
How do people get to be poor? 
15. Why do some people become rich and others become poor? 
Is there anyone to blame? 
16. Can a rich person become poor? 
Can a poor person become rich? 
17. Is the child of the rich person also rich? 
From what age? 
Is the child of the poor person also poor? 
From what age? 
18. What could be done so that there would be no longer any 
poor people? 
Who could solve this problem? 
19. Are you rich or poor? Why is this? 
20. What about your friends? 
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Appendix B. 2 The Poverty Interview Schedule (Indonesian translation) 
1. Apa artinya kaya? 
Apa artinya miskin? 
2. Bagaimana rasanya menjadi orang kaya? 
Bagaimana rasanya menjadi orang miskin? 3. Bagaimana kamu bisa mengetahui bahwa seseorang itu kaya? Coba jelaskan. 
Bagaimana kamu bisa mengetahui bahwa seseorang itu miskin? Coba jelaskan. 
4. Apa perbedaannya antara orang kaya dan orang miskin? 
5. Apakah anak- anak yang kaya sekolah? 
Apakah anak-anak yang miskin sekolah? 
6. Apakah anak-anak yang kaya dan anak-anak yang miskin 
sekolah di sekolah yang sama? Coba jelaskan. 
7. Apakah orang kaya bekerja? 
Apa yang mereka kerjakan? 
Apakah orang miskin-bekerja? 
Apa yang mereka kerjakan? 
8. Dimanakah orang kaya tinggal? 
Dimanakah orang miskin tinggal? 
9. Apakah semua orang itu kaya atau 
lainnya? 
miskin, atau adakah yang 
10. Apakah didunia ini ada lebih banyak orang kaya atau 
orang miskin? 
11. Mana yang kamu anggap lebih baik, jadi orang kaya atau 
orang miskin? Coba jelaskan. 
12. Apa kamu pikir orang kaya bisa jadi orang baik? 
Apa kamu pikir orang miskin bisa jadi orang baik? 
13. Bagaimana caranya orang bisa jadi kaya? 
Bagaimana caranya orang bisa jadi miskin? 
14. Mengapa sebagian orang jadi kaya dan yang lainnya jadi 
miskin? Siapa yang salah? 
15. Apakah orang kaya bisa jadi miskin? 
Apakah orang miskin bisa jadi kaya? 
16. Apakah anak dari orang kaya juga kaya? 
Sejak kapan? 
Apakah anak dari orang miskin juga miskin? 
Sejak kapan? 
17. Apa yang bisa dilakukan supaya tidak ada lagi orang 
miskin? Siapa yang bisa memecahkan persoalan ini? 
18. Apakah orang kaya itu pandai? 
Apakah orang miskin itu pandai? 
19. Apakah kamu kaya atau miskin? Coba jelaskan. 
20. Bagaimana dengan teman-temanmu? 
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Appendix C. 1 : Statistical Analysis of the British sanple Percentages of the responses (Table 1-4) and the chi-squared analvsls (Table 5) for social class and age groups (age grotips collapsced 1-nto 
the younger and older groups). 
Table 1. Descriptions of the rich and poor (in 
RICH 
H-SES 
possession 
phys. chars 
pers. attrib 
educ. - employ 
access-quality 
other 
D. K 
younger olderl 
73.13 
0 
5.97 
1.49 
16.42 
2.98 
0 
79.93 
0 
6.75 
5.40 
6.751 
1.36 
0 
L-SES 
younger older 
84.61 68.29 
0 0 
0 1.20ý 
3.61 
7.69 25.30ý 
7.69 2.40 
0 0 
POOR 
H-SES 
younger older 
68.33 71.23 
1.66 2.74 
3.33 0 
1.66 8.22 
20.00 16.44 
5.00 1.37 
0 o 
L-SES 
younger older 
68.52 74.67 
00 
1.85 0 
0 6.66 
12.96 16.00 
16.66 1.33 
00 
oLe 
phys. chars. physical characteristics 
pers. attrib. personal attributes 
duc. -einploy. educa-iLion and employment 
access-quality easy or difficult access and quality of life 
other = other responses 
T, 
iable 2". Explanations 
for becoming rich or poor (in 
individual 
external 
supernatural 
other 
D. K 
Note: 
individual 
eý-. terna I 
RICH 
H-SES L-SES 
younger older younger older 
72.50 61.11 34.15 67.35 
15.00 38.89 34.15 32.65 
Z-5 0 2.43 0 
0000 
10.00 0 29.27 0 
individual factors 
external factors 
H-SES L-SES 
younger older younger older 
52.50 62.50 30.00 72.09 
42.50 37.50 25.00 27.91 
2.50 0 0 0 
2.50 0 27.50 0 
0 0 17.50 0 
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POOR I 
Table 3. Other questions (in 
RICH 
I 
POOR 
question: 
kind of work: 
profs/manager 
employess 
skilled work 
semi skilled 
unskilled 
trade/business 
other 
D. K 
live in: 
posh/slum 
house 
hut/shack 
street 
other place 
D. K 
H-SES 
younger older 
21.62 47.17 
10.81 11.32 
2.70 11.32 
0 0 
0 0 
21.62 28.30 
18.92 0 
24.32 1.891 
4.54 3.77 
68.18 60.38 
00 
00 
20.45 35.85 
6.82 0 
L-SES 
younger older 
2.86 28.30 
28.57 22.64 
5.71 7.55 
2.86 0 
14.28 1.88 
5.77 26.41 
8.57 13.21 
31.43 0 
7.50 4.08 
62.50 75.51 
00 
00 
15.00 20.48 
17.50 0 
H-SES 
younger oldei 
4.34 0 
4.34 11.9( 
0 4.7( 
8.69 11.9( 
13.04 59.5, ' 
0 9.5', 
56.52 0 
13.04 2.31 
0 4.6 
39.13 40.6: 
13.04 10.9 
10.87 20.3 
28.26 21.8 
8.69 1.5 
ounger olderl 
00 
0 11.11 
0 16.67 
0 13.89 
11.11 44.44' 
0 2.78 
55.56 11.11 
33.33 0 
9.52 1.85 
35.71 50.00 
9.52 11 . 11 
16.66 22.22 
11.90 14.81 
16.66 0 
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Table 4. Other questions (in 
question 
social change: 
individual 
external 
supernatural 
D. K 
personal description: 
rich 
poor 
in-between 
not anything 
description of 
rich 
poor 
in-between 
mixture 
other 
f riends: 
do rich and poor 
children go to the 
same school: 
yes 
no 
some do 
feeling of being rich: 
positive feling 
negative feeling 
-don't 
know 
feeling of being poor: 
positive feeling 
negative feeling 
don't know 
H-SES 
younger older 
12.50 11.63 
67.50 88.37 
2.50 0 
17.50 0 
50.00 7.50 
7.50 2.50 
40.00 90.00 
2.50 0 
40.00 2.50 
2.50 0 
30.00 50 
25 47.50 
2.50 0 
0 18.75 
100 50 
0 31.25 
87.50 80.00 
12.50 12.50 
0 7.50 
0 10.00 
100 87.50 
0 2.50 
L-SES 
younger older 
10.00 2.50 
42.50 97.50 
5.00 0 
42.50 0 
47.50 15.00 
20.00 5.00 
27.50 80.00 
5.00 0 
47.50 25.00 
20 2.50 
5.00 52.50 
25.00 20.00 
2.50 0 
50 25.00 
50 39.28 
0 35.72 
87.50 95.00 
10.00 2.50 
2.50 2.50 
12.5 2.50 
85.00 95.00 
2.50 2.50 
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Table 5. Chi-squared analysis (British sample) 
H-SES 
Question young old 
N= 40 40 
justification for 
economic inequality: 
1. individual factors 17 26 
2. external factors 4 8 
3. supernatural 1 0 
4. other 13 2 
5. don't know 5 4 
rich can be poor: 
1. yes 27 39 
2. no 13 0 
3. sometimes 0 1 
poor can be rich: 
1. yes 24 38 
2. no 13 0 
3. sometimes 3 2 
child of rich parent 
is also rich: 
1. yes 25 24 
2. no 9 2 
3. not always 6 14 
child of poor parent 
is also poor: 
1. yes 33 30 
1) .. no 2 4 
3. not always 5 6 
poor children go to 
school: 
1. yes 3 13 
2. no 34 7 
3. some do, some don't 3 20 
rich children go to 
school: 
1. yes 37 38 
2. no 3 1 
3. some do, some don't 0 1 
blame econ. inequality 
1. both rich & poor 1 0 
2. rich 2 4 
3. poor 4 5 
4. nobody 20 19 
5. other (govn. etc) 6 9 
6. don't know 7 3 
L-SES Chi-square test 
young old social class 
40 40 H-SES vs L-SES 
9 25 
26 
01 
10 8 
19 0 
23 35 
15 2 
2 3 
25 32 
15 3 
0 5 
23 31 
16 6 
1 3 
X2 = 7.64 
df z4 
ý NS 
X2 = 
df = 
NS 
3.72 
2 
X2 1.02 
df 2 
NS 
X2 z 15.57 
df , 2 
P<0.001 
30 37 
10 0 
03 
6 20 
32 12 
28 
38 39 
1 0 
1 1 
01 
13 
26 
15 26 
04 
22 0 
X2 z 5.69 
df =2 
1 NS 
X2 = 7.61 
df =2 
p<O. 05 
X2 = 2.16 
df -2 
NS 
X2 = 11.38 
df =5 
p<O. 05 
age 
yowig vs old 
X2 = 30.72 
df =4 
P<O. 001 
X2 = 27.84 
df =2 
P<0.001 
X2 = 25.47 
df =2 
P<0.001 
X2 13.40 
df 2 
P<0.01 
X2 z 5.26 
df =" 
NS 
X2 = 55.73 
df =2 
P<0.001 
X2 2.16 
df 2 
NS 
X2 = 28.02 
df =5 
P<O. 001 
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Table 5. (continued) 
Question 
the rich work: 
1. yes 
2. no 
3. some do 
the poor work: 
1. yes 
2. no 
3. some do 
the rich can be good: 
1. yes 
2. no 
3. some 
the poor can be good: 
1. yes 
2. no 
3. not always/some 
rich people clever: 
yes 
no 
3. not always 
poor people clever: 
1. yes 
2. no 
3. sometimes 
there were: 
1. rich/poor only 
2. rich and poor 
3. hierarchy 
4. don't know 
there were more: 
1. rich people 
2. poor people 
3. mixture 
4. don't know 
better to be: 
1. rich 
2. poor 
3. in-between 
H-SES 
young old 
N= 40 40 
30 33 
50 
57 
5 24 
32 6 
3 10 
26 27 
82 
6 11 
23 38 
12 1 
51 
25 20 
7 2 
8 18 
10 
22 9 
8 20 
1 0 
21 0 
17 40 
1 0 
8 6 
21 32 
1 1 
2 0 
35 32 
2 1 
3 7 
L-SES 
young 
40 
old 
40 
36 35 
3 2 
1 3 
7 22 
32 13 
15 
33 
2 
5 
23 
6 
11 
24 36 
16 1 
0 3 
31 24 
6 5 
3 11 
13 19 
23 9 
4 12 
9 
21 
4 
6 
0 
8 
32 
0 
22 9 
15 28 
1 3 
2 0 
29 28 
8 5 
0 7 
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Chi-souarp tpRt 
social class 
H-SES vs L-SE 
X2 z 4.48 
df z2 
NS 
X2 , 3.17 
df =2 
NS 
X2 , 0.33 
df -z 2 
NS 
X2 1.54 
df 2 
NS 
x2 = 4.30 
df =2 
NS 
X2 z 5.57 
df =2 
NS 
X2 = 13.21 
df =3 
P<0.01 
X2 = 4.07 
df z3 
NS 
x2= 10.58 
df =2 
P<o. 05 
II 
In rr 
,2-, %, 4 . 63 
If =2 
is 
(2 = 50 70 . 
If = 2 
, lo ool 
% 
1) 
- 4.63 
If =2 
q ol 
K2 = 28.67 
if = 2 
n, (O nn 1 
X2 = 12.49 
If =2 
r-, -l/ () () 1 
X2 = 21.59 
df =2 
P<O. 001 
X2 = 68.08 
df =3 
P<0.001 
X2 20.61 
df 3 
P<0.001 
2= 11.25 
df = 2 
_, In nr, 
Appen 3. x C. 2 Statistical Analysis of the Indonesian sample 
Percentages of the responses (Table 1-4) and the chi-squared analysis 
(Table 5) for social class and age gropus (age groups collapsed into 
the younger and older groups). 
Table 1. Descriptions of the rich and poor (in 
RI CH 
possession 
phys. chars 
pers. attrib 
educ. - employ 
access-qual. 
other 
D. K 
H-SES 
younger older 
85.24 89.47 
3.28 0 
9.84 0 
0 2.63 
1.64 7.89 
0 0 
0 0 
H-SES 
POOR 
younger older I younger older 
82.35 68.42 
1.96 0 
13.72 1.75 
0 3.51 
1.96 26.31 
00 
00 
Note: 
phys. chars. physical characteristics 
pers. attrib. personal attributes 
educ. -employ. education and employment 
access-qual. easy or difficult access and quality of 
other - other responses 
42. Explanations for 
becoming rich or poor (in 
RICH 
L-SES 
younger older 
55.32 59.65 
8.51 3.51 
29.53 21.051 
4.25 3.51 
2.13 12.28ý 
0 0 
4.25 0 
H-SES 
individual 
external 
supernatural 
other 
D. K 
Note: 
individual 
external 
L-SES 
younger older 
64.28 
14.28 
7.14 
0 
14.28 
93.02 
2.33 
4.65 
0 
0 
younger older 
60 90 
0 7.5 
0 0 
0 0 
40 2.5 
individual factors 
external factors 
lif 
POOR 
H-SES L-SES 
younger older younger older 
58.54 88.64 42.50 87.80 
12.19 68.18 0 2.44 
2.44 45.45 7.70 4.88 
0000 
26.83 0 50 4.88 
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Table , 3. Otber questions (in 
RICH 
question 
kind of work: 
profs/manager 
emplovess 
skilled work 
semi skilled 
unskilled 
trade 
other 
D. K 
live in: 
posh/slum 
house 
hut/shack 
street 
other place 
D. K 
H-SES 
younger older 
L-SES 
younger older I 
10 25 
50 52.27 
0 0 
0 0 
12.5 0 
0 20.45 
20 2.27 
7.5 0 
12.50 25.58 
60 65.12 
00 
00 
27.50 9.30 
00 
3.33 16.22 
43.33 75.67 
3.33 0 
0 0 
10 5.40 
6.67 2.70 
36.67 0 
10 0 
0 13.95 
66.67 67.44 
00 
00 
28.57 18.60 
4.76 0 
POOR 
H-SES 
younger older I younger older I 
0 0 
0 7.02 
0 0 
3.03 7.02 
45.45 47.37 
12.12 26.31 
36.36 12.28 
3.03 0 
12.50 12.731 
35 38.18 
7.5 20 
7.5 9.09 
37.50 20 
0 0 
L-SES 
0 0 
18.52 2.94 
0 0 
0 11.76 
22.22 58.82ý 
3.70 14.70 
51.85 11.76 
3.70 0 
14.28 . 42 
40.47 41.46 
2.38 21.96 
2.38 2.42 
38.09 31.71 
2.38 0 
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Table 4. Other questions (in %): 
question: 
social change: 
individual 
external 
supernatural 
D. K 
Personal description: 
rich 
poor 
in-between 
not anything 
description of friends: 
rich 
poor 
in-between 
mixture 
do rich and poor 
children go to the 
same school: 
1. yes 
2. no 
3. some do 
feeling of being rich: 
positive feling 
negative feeling 
don't know 
feeling of being poor: 
positive feeling 
negative feeling 
don't know 
H-SES 
younger older 
25 41.67 
43.75 50 
25 8.33 
6.25 0 
62.50 7.50 
5.00 2.50 
32.50 90.00 
00 
52.50 
7.50 
15.00 
25.00 
20.00 
2.50 
10.00 
67.50 
10.00 10.81 
85.00 56.76 
5.00 32.43 
85.00 92.50 
12.50 7.50 
2.50 0 
10.00 
87.50 
2.50 
7.50 
92.50 
0 
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L-SES 
younger older 
9.52 55.32 
30.95 23.40 
7.14 17.03 
52.38 4.25 
47.50 5.00 
52.50 55.00 
0 40.00 
0 0 
35.00 2.50 
37.50 5.00 
2.50 2.50 
25.00 90.00 
36.36 48.15 
63.64 48.15 
0 3.70 
80.00 87.50 
15.00 12.50 
5.00 0 
15.00 15.00 
80.00 85.00 
5.00 0 
Table 5. Chi-squared ar 
Question 
justification for 
economic inequality 
1. individual factors 
2. external factors 
3. supernatural 
4. other 
5. don't know 
rich can be poor: 
1. yes 
2. no 
3. sometimes 
poor can be rich 
1. yes 
2. no 
3. sometimes 
child of rich parent 
is also rich 
1. yes 
2. no 
3. not always 
child of poor parent 
is also poor 
1. yes 
2. no 
3. not always 
poor children go to 
school: 
1. yes 
2. no 
3. some do, some don't 
rich children go to 
school: 
1. yes 
2. no 
3. some do, some don't 
blame econ. inequality 
1. rich and poor 
2. rich 
3. poor 
4. nobody 
5. other (govn. etc) 
6. don't know 
Lalysis (Ind 
H-SES 
young old 
N= 40 40 
19 26 
4 10 
54 
00 
12 0 
18 40 
22 0 
00 
24 39 
16 1 
00 
33 12 
6 4 
1 24 
35 12 
5 3 
0 25 
8 12 
20 3 
12 25 
36 34 
3 
1 
0 
6 
2 4 
5 3 
25 22 
2 9 
2 1 
4 
onesian sz 
L-SES 
young old 
40 40 
12 29 
38 
12 
00 
24 1 
8 27 
32 13 
00 
14 34 
26 6 
05 
32 29 
8 9 
0 2 
33 27 
7 10 
0 3 
11 25 
29 13 
0 2 
36 40 
40 
00 
01 
11 12 
12 19 
06 
32 
14 0 
imple) 
Chi-square test 
social class 
H-SES vs L-SES 
X2 = 9.88 
df =3 
p<0.05 
X2 = 12.43 
df =2 
P<0.01 
X2 = 5.76 
df =2 
NS 
X2 = 23.82 
df =2 
P<0.001 
X2 = 22.10 
df =2 
P<0.001 
X2 = 41.54 
df =2 
P<0.001 
X2= 7.40 
df =2 
p<O. 05 
X2 = 20.34 
df =5 
P<0.01 
age 
young vs old 
X2 = 44.64 
df =3 
P<0.001 
X2 = 41.08 
df =2 
P<O. 001 
X2 = 34.01 
df =2 
P<O. 001 
X2 = 28.62 
df =2 
P<0.001 
X2 = 35.90 
df =2 
P<0.001 
X2 = 28.31 
df =2 
P<0.001 
X2 = 10.60 
df =2 
P<0.01 
X2 = 27.17 
df =5 
P<0.001 
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Table 5 (continued) 
Question 
the rich work: 
1. yes 
2. no 
3. some do 
the poor work: 
1. yes 
2. no 
3. some do 
the rich can be good: 
1. yes 
2. no 
3. some 
the poor can be good: 
yes 
2. no 
3. not always/some 
rich people clever: 
1. yes 
2. no 
3. not always 
poor people clever: 
1. yes 
2. no 
3. sometimes 
there were: 
1. rich/poor only 
2. rich and poor 
3. hierarchy 
4. don't know 
there were more: 
1. rich people 
2. poor people 
3. mixture 
4. don't know 
better to be: 
rich 
poor 
in-between 
H-SES 
young old 
N= 40 40 
38 34 
21 
05 
19 29 
18 2 
3 9 
37 39 
3 
6 
1 
11 
36 40 
4 0 
0 0 
30 8 
40 
6 32 
13 0 
20 4 
7 36 
2 0 
30 5 
0 35 
0 0 
29 11 
7 21 
4 8 
2 0 
29 
5 
6 
22 
6 
12 
L-SES 
young old 
40 40 
30 36 
10 3 
01 
17 
23 
0 
30 
10 
0 
27 
13 
5 
33 
7 
11 
25 38 
15 2 
0 0 
28 25 
12 8 
0 7 
17 24 
23 9 
07 
12 1 
26 17 
2 22 
0 0 
21 15 
19 18 
0 7 
2 0 
30 17 
10 22 
01 
Chi-square test 
social class age 
H-SES vs L-SES young vs ol( 
X2 9.18 X2 10.03 
df 2 df 2 
p<0.05 P<0.01 
X2 = 15.20 
df =2 
P<O. 001 
X2 = 12.5 5 
df =2 
P<0.01 
K2 = 24' 4 4' 
if =2 
0<0.001 
X2 = 3.18 
äf =2 
NS 
X2 = 9.63 
df =1 
P<0.01 
X2 = 34.49 
df =2 
P<O. 001 
X2 = 41.58 
df =2 
P<0.001 
X2 7 14.27 
df 72 
P<0.001 
X2 = 2.77 
df =3 
NS 
X2 = 25.63 
df =2 
P<0.001 
X2 15.84 
df 1 
r)<o. 001 
X2 = 33.73 
df =2 
P<0.001 
X2 = 42.66 
df =2 
P<0.001 
X2 = 59.06 
df =2 
P<O. 001 
X2 = 16.5! 
df =-3 
P<0.001 
X2 = 10.5S 
df =2 
EX0.01 
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Appendix D. Correspondence between 
characteristics (pilot study of fairy tales) 
10 
08 
3. 13 0 
0 11 
04 
0 
0 12 
10 
key 
1= male 8= middle status 
2= good 9= low status 
3= bad 10 = low to high status 
4= rich 1= supplier 
5= poor 12 = property owner 
6= poor to rich 13 = generous 
7= high status 14 = mean 
02 
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Appendix D (Continued) 
Input details 
Number of columns in the matrix = 14 
Number of rows in the matrix = 23 
Categories for plotting columns, their frequencies and 
percentages: 
Category N % 
1. Male 17 73.91 
2. Good 8 34.78 
3. Bad 10 43.48 
4. Rich 9 39.13 
5. Poor 4 17.39 
6. Poor-Rich 7 30.43 
7. High 5 21.74 
8. Middle 3 13.04 
9. Low 4 17.39 
10. Low-high 5 21.74 
11. Supplier 4 17.39 
12. Property owner 10 43.48 
13. Generous 3 13.04 
12. Mean 2 8.69 
OUTPUT DETAILS 
Number of Principal Inertias ------ 12 
Co-Ordinate Inertia % of Inertia Chi) DF Probability 
1 0.5554 23.3421 58.361 35 0.0080 
2 0.5004 21.0323 49.969 33 0.0292 
3 0.2975 12.5018 25.420 31 0.7491 
4 0.2417 10.1562 19.916 29 0.8955 
5 0.1833 7.7044 14.580 27 0.9750 
6 0.1593 6.6969 12.497 25 0.9820 
7 0.1222 5.1353 9.383 23 0.9942 
8 0.1035 4.3508 7.868 21 0.9953 
9 0.0784 3.2954 5.879 19 0.9978 
10 0.0550 2.3128 4.075 17 0.9991 
11 0.0368 1.5487 2.703 15 0.9996 
12 0.0297 1.2482 2.171 13 0.9993 
13 0.0161 0.6753 1.166 11 0.9997 
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Appendix E: Coding scheme for content analysis of the fairy tales and reading books (and the descriptions) 
1. Male : Male characters, old and young 2. Female : Female characters, old and young 3. Good : direct reference or inference about being kind, loving, caring, nurturing, to other people 4. Bad : direct reference or inference about being unkind, nasty, uncaring, selfish, unloving, to other people 5. Good-Bad : transition from being good to being bad 6. Bad-Good : transition from being bad to baing good 7. Rich : wealthy, have lots of money/jewellery/ property 8. Poor : have no or very little money/property/other 
material goods 
9. Rich-Poor : transformation from being rich to poor 10. Poor-Rich : transformation from being poor to rich 11. High social status : characters occupying high position in society, e. g. king/queen, caliph, prince/princess, 
ministers and so on 
12. Middle social status characters occupying middle rank in society, e. g. landowners, newspaper editor, businessman 
13. Low social status : characters from low social strata, 
e. g. poor farmers, labourers, soldiers 
14. High-Low : transition from high to low social status 
15. Low-High : transition from low to high social status 
16. High-Low-High : transition from high to low, and then 
back to high social status 
17. Purchaser characters involved in the activity of 
buying 
18. Supplier characters involved in the activity of 
selling, e. g. shopowners, market traders 
19. Lender : characters who lend money/other things, either 
for their living or just to help 
20. Borrower : characters who habitually borrow money/other 
things from other people. 
21. Property owner : characters who own property, e. g. 
house, farmland, cattle, jewellery 
22. Generous willing and liberal in giving money/time/ 
other things 
23. Mean : stingy, miserly, petty; characters who do not 
share or give to others who are in need 
24. Benefactor characters who support or help 
others/institution, etc, especially by giving money 
25. Recipient characters who receive the support/help 
26. Greedy characters with excessive desire for large 
amount food/wealth/power 
27. Industrious : hard-working, diligent 
28. Lazy : indolent, not having the willingness or 
inclination to work 
29. Reward : something (money/material goods/praise, etc) 
given in return for a service or good behaviours 
30. Punishment a penalty for bad behaviours or other 
offence 
314 
Appendix F. 1 CORRESPONDENCE ANALYSIS OF BRITISH FAIRY TALES 
Input details: 
Number of columns in the matrix 23 
Number of rows in the matrix = 67 
Categories for plotting colums, their frequencies and 
percentages: 
Category N % 
1. Male 35 52.24 
2. Female 32 47.76 
3. Good 32 47.76 
4. Bad 18 26.86 
5. Good-Bad 0 0 
6. Bad-Good 0 0 
7. Rich 12 17.91 
8. Poor 9 13.43 
9. Rich-Poor 0 0 
10. Poor-Rich 3 4.48 
11. High Status 18 26.86 
12. Middle Status 2 2.98 
13. Low Status 6 8.95 
14. High-Low 0 0 
15. Low-High 4 5.97 
16. High-Low-High 0 0 
17. Purchaser 3 4.48 
18. Supplier 1 1.49 
19. Lender 1 1.49 
20. Borrower 0 0 
21. Property Owner 20 29.85 
22. Generous 6 8.95 
23. Mean 3 4.48 
24. Benefactor 5 7.46 
25. Recipient 4 5.97 
26. Greedy 2 2.98 
27. Industrious 9 13.43 
28. Lazy 0 
8 
0 
11.94 29. Reward 
30. Punishment 6 8.95 
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OUTPUT DETAILS 
Number of Principal Inertias ---- 21 
Co-Ordinate inertia % of Inertia Chi) DF Probability 
1 0.6013 13.1376 177.944 88 0.0000 
2 0.4846 10.5883 128.269 86 0.0024 
3 0.4622 10-0985 120.029 84 0.0062 
4 0.4163 9.0958 104.183 82 0.0495 
5 0.3595 7.8540 86.201 80 0.2976 
6 0.2963 6.4733 67.994 78 0.7836 
7 0.2769 6.0504 62.744 76 0.8620 
8 0.2408 5.2615 53.313 74 0.9669 
9 0.2083 4.5504 45.191 72 0.9942 
10 0.1804 3.9422 38.503 70 0.9990 
11 0.1624 3.5481 34.292 68 0.9996 
12 0.1419 3.1002 29.613 66 0.9999 
13 0.1389 3.0350 28.940 64 0.9999 
14 0.1209 2.6413 24.932 62 1.0000 
15 0.1141 2.4937 23.451 60 1.0000 
16 0.1016 2.2196 20.730 58 1.0000 
17 0.0672 1.4686 13.465 56 1.0000 
18 0.0571 1.2477 11.378 54 1.0000 
19 0.0527 1.1506 10.469 52 1.0000 
20 0.0440 0.9620 8.714 50 1.0000 
21 0.0302 0.6596 5.932 48 1.0000 
22 0.0193 0.4216 3.771 46 1.0000 
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Appendix F. 2 CORRESPONDENCE ANALYSIS OF INDONESIAN FAIRY 
TALES 
Input details: 
Number of columns in the matrix 25 
Number of rows in the matrix = 61 
Categories for plotting colums, their frequencies and 
percentages: 
Category N% 
1. Male 36 59.02 
2. Female 25 40.98 
3. Good 24 39.34 
4. Bad 13 21.31 
5. Good-Bad 0 0 
6. Bad-Good 5 8.20 
7. Rich 7 11.47 
8. Poor 11 18.03 
9. Rich-Poor 0 0 
10. Poor-Rich 6 9.84 
11. High Status 19 31.15 
12. Middle Status 4 6.56 
13. Low Status 7 11.47 
14, High-Low 0 0 
15. Low-High 6 9.84 
16. High-Low-High 6 9.84 
17. Purchaser 1 1.64 
18. Supplier 3 4.92 
19. Lender 0 0 
20. Borrower 2 3.28 
21. Property Owner 13 21.31 
22. Generous 3 4.92 
23. Mean 0 0 
24. Benefactor 4 6.56 
25. Recipient 4 6.56 
26. Greedy 6 9.84 
27. Industrious 13 21.31 
28. Lazy 4 6.56 
29. Reward 1 1.64 
30. Punishment 10 16.39 
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%ju. Lru-, UnTAILS 
Number of Principal Inertias ---- 23 
Co-Ordinate Inertia % of Inertia Chi) DF Probability 
1 0.5958 11.4866 171.673 84 0.0000 
2 0.4746 9.1493 121.958 82 0.0030 
3 0.4360 8.4059 108.538 80 0.0185 
4 0.4235 8.1647 104.380 78 0.0246 
5 0.3905 7.5281 93.825 76 0.0808 
6 0.3654 7.0438 86.170 74 0.1577 
7 0.3528 6.8015 82.453 72 0.1875 
8 0.2957 5.7003 66.427 70 0.5990 
9 0.2709 5.2218 59.863 68 0.7488 
10 0.2392 4.6111 51.804 66 0.8993 
11 0.2031 3.9150 43.017 64 0.9798 
12 0.1798 3.4671 37.571 62 0.9938 
13 0.1665 3.2*098 34.512 60 0.9964 
14 0.1528 2.9463 31.429 58 0.9980 
15 0.1194 2.3012 24.089 56 0.9999 
16 0.1181 2.2768 23.816 54 0.9998 
17 0.0962 1.8555 19.177 52 1.0000 
18 0.0804 1.5497 15.881 50 1.0000 
19 0.0588 1.1336 11.484 48 1.0000 
20 0.0553 1.0655 10.774 46 1.0000 
21 0.0371 0.7150 7.162 44 1.0000 
22 0.0322 0.6212 6.207 42 1.0000 
23 0.0269 0.5193 5.174 40 1.0000 
24 0.0161 0.3108 3.080 38 1.0000 
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Appendix F. 3 CORRESPONDENCE ANALYSIS OF BRITISH READING 
BOOKS 
Input details: 
Number of columns in the matrix = 21 
Number of rows in the matrix = 64 
Categories for plotting colums, their frequencies and 
percentages: 
Category N % 
1. Male 55 85.94 
2. Female 9 14.06 
3. Good 31 48.44 
4. Bad 13 20.31 
5. Good-Bad 0 1) 
6. Bad-Good 0 0 
7. Rich 9 14.06 
8. Poor 16 25.00 
9. Rich-Poor 0 0 
10. Poor-Rich 6 9.37 
11. High Status 8 12.50 
12. Middle Status 2 3.12 
13. Low Status 6 9.37 
14. High-Low 0 0 
15. Low-High 7 10.94 
16. High-Low-High 0 0 
17. Purchaser 3 4.69 
18. Supplier 12 18.75 
19. Lender 0 0 
20. Borrower 0 0 
21. Property owner 21 32.81 
22. Generous 8 12.50 
23. Mean 1 1.56 
24. Benefactor 0 0 
25. Recipient 4 6.25 
26. Greedy 6 9.37 
27. Industrious 6 9.37 
28. Lazy 0 0 
29. Reward 9 14.06 
30. Punishment 5 7.81 
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OUTPUT DETAILS 
Number of Principal Inertas ---- 19 
Co-Ordinate Inertia % of Inertia Chi) DF Probability 
1 0.5753 13.4661 166.142 83 0.0000 
2 0.4757 11.1340 125.257 81 0.0014 
3 0.4322 10.1173 109.817 79 0.0125 
4 0.3752 8.7821 91.242 77 0.1280 
5 0.3199 7.4878 74.790 75 0.5147 
6 0.2759 6.4583 62.633 73 0.8014 
7 0.2718 6.3620 61.534 71 0.7813 
8 0.2217 5.1891 48.624 69 0.9704 
9 0.2064 4.8316 44.853 67 0.9830 
10 0.1932 4.6398 42.860 65 0.9846 
11 0.1808 4.2313 38.683 63 0.9931 
12 0.1530 3.5815 32.218 61 0.9989 
13 0.1214 2.8420 25.112 59 0.9999 
14 0.1012 2.3696 20.707 57 1.0000 
15 0.0979 2.2918 19.990 55 1.0000 
16 0.0764 1.7878 15.414 53 1.0000 
17 0.0621 1.4540 12.442 51 1.0000 
18 0.0495 1.1594 9.855 49 1.0000 
19 0.0445 1.0409 8.825 47 1.0000 
20 0.0331 0.7736 6.521 45 1.0000 
320 
Appendix FA CORRESPONDENCE ANALYSIS OF INDONESIAN READING 
BOOKS 
Input details: 
Number of columns in the matrix = 20 
Number of rows in the matrix = 32 
Categories for plotting colums, their frequencies and 
percentages: 
Category N % 
1. Male 24 75.00 
2. Female 8 25.00 
3. Good 13 40.62 
4. Bad 3. 9.37 
5. Good-Bad 0 0 
6. Bad-Good 1 3.12 
7. Rich 5 15.62 
8. Poor 0 0 
9. Rich-Poor 1 3.12 
10. Poor-Rich 1 3.12 
11. High Status 0 0 
12. Middle Status 7 21.87 
13. Low Status 1 3.12 
14. High-Low 0 0 
15. Low-High 0 0 
16. High-Low-High 0 0 
17. Purchaser 5 15.62 
18. Supplier 7 21.87 
19. Lender 0 0 
20. Borrower 0 0 
21. Property Owner 13 40.62 
22. Generous 2 6.25 
23. Mean 0 0 
24. Benefactor 2 6.25 
25. Recipient 0 0 
26. Greedy 1 3.12 
27. Industrious 8 25.00 
28. Lazy 2 6.25 
29. Reward 4 12.50 
30. Punishment 2 6.25 
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OUTPUT DETAILS 
Number of Principal Inertas ---- 18 
Co-Ordinate Inertia % of Inertia Chi) DF Probability 
1 0.5922 14.3044 74.901 50 0.0128 
2 0.5406 13.0581 64.952 48 0.0517 
3 0.4640 11.2071 52.070 46 0.2491 
4 0.4142 10.0051 44.657 44 0.4443 
5 0.3402 8.3175 34.722 42 0.7800 
6 0.2990 7.2224 29.665 40 0.8843 
7 0.2837 6.8515 27.855 38 0.8866 
8 0.2661 6.4271 25.832 36 0.8950 
9 0.1784 4.3079 16.403 34 0.9950 
10 0.1684 4.0664 15.393 32 0.9939 
11 0.1568 3.7871 14.240 30 0.9931 
12 0.1296 3.1336 11.595 28 0.9970 
13 0.1176 2.8416 10.451 26 0.9967 
14 0.0915 2.2093 8.010 24 0.9988 
15 0.0635 1.5337 5.478 22 0.9997 
16 0.0230 0.5561 1.945 20 1.0000 
17 0.0113 0.2731 0.950 18 1.0000 
18 0.0000 0.0000 0.000 16 1.0000 
19 0.0000 0.0000 0,000 14 1.0000 
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Appendix G. Economic story - the first version 
Story 1 
Once upon a time in a small village in the country, near to 
a large forest, there lived two men, Angus and Hector. They 
were very like each other in many ways. Both were small and 
each lived in a small house. Both men were woodcutters and they worked in the forest looking after the oak trees. In 
fact, they were so like each other that people sometimes got 
them mixed up and thought that they were talking to Hector 
when they were really talking to Angus. However, they never 
made that mistake when they met the men in the forest or at 
their houses. In the forest Angus was always to be seen hard 
at work. No-one, however, ever managed to see Hector 
working. Instead, they would see him taking a nap or leaning 
against a tree watching Angus hard at work and laughing at 
him because he was working so hard. 
The houses in which Hector and Angus lived were both tiny 
and rather badly furnished because neither man had enough 
money to buy proper furniture. But Angus's house was always 
neat and tidy while Hector's house was almost always a mess. 
It was the same in the gardens. In Hector's garden you could 
see nothing but weeds and long, untidy grass. Angus's 
garden, on the other hand, always looked beautiful with 
neatly cut grass and lovely blue and yellow pansies around 
the border. In the summer evenings both men sat at the doors 
of their houses, one surrounded by the beauty he had 
created through his work, the other surrounded by the mess 
he had made through his laziness. 
One summer evening a wealthy man from a nearby town visited 
the village where Hector and Angus lived. He reached Angus's 
house first, snd when he saw how tiny it was he was filled 
with sadness for the person who had to live there. He 
knocked at the door and, when Angus answered the wealthy man 
said to him, " My poor man, the life you have to live and 
the poverty you have to suffer has made me feel how lucky I 
am to be so rich. I have more than enough to fill all my 
needs. Because of the life I see you have lived I am going 
to give half my money to you. You will never need to worry 
about anything ever again. " 
Angus did not believe the man at first, but sure enough, 
next morningg the rich man's servant arrived at 
Angus's 
house with a sack which contained more money 
than Angus had 
ever seen in his life. " My master told me 
to give this to 
you, " said the servant. Angus could not 
believe his luck. As 
the rich man had said, the money was more than enough 
to 
meet all his needs and to pay for all the nice 
things in 
life that Angus had thought he would never be able to 
buy. 
Angus lived happily ever after. Hector, on the other 
hand, 
had to carry on living in the old way for the rest of 
his 
life and he was not very happy about that. 
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LD LUL-Y A 
Once upon a time in a small village in the country, near to a large forest, there lived two men, Angus and Hector. They were very like each other in many ways. Both were small and each lived in a small house. Hector lived in a small pink house and Angus lived in a little white house. Both men were woodcutters and they worked in the forest looking after the oak trees. In fact, ' they were so like each other that people sometimes got them mixed up and thought that they were talking to Hector when they were really talking to Angus. However, they never made that mistake when they met the men in the forest or at their houses. In the forest Angus was always to be seen hard at work. No-one, however, ever managed to see Hector working. Instead, they would see him taking a nap or leaning up against a tree watching Angus hard at work and laughing at him because he was working so hard. 
The houses in which Hector and Angus lived were both tiny 
and rather badly furnished because neither man had enough 
money to buy proper furniture. But Angus's house was always 
neat and tidy while Hector's house was almost always a mess. It was the same in the gardens. In Hector's garden you could 
see nothing but weeds and long, untidy grass. Angus's gar- 
den. on the other hand, always looked beautiful, with neatly 
cut grass and lovely blue and yellow pansies around the 
border. In the summer evenings both men sat at the doors of 
their houses, one surrounded by the beauty he had created 
through his work, the other surrounded by the mess he had 
made through his laziness. 
One summer evening a wealthy man from a nearby town visited 
the village where Hector and Angus lived. He reached 
Hector's house first and when he saw how tiny it was he was 
filled with sadness for the person who had to live there. He 
knocked at the door and, when Hector answered the wealthy 
man said to him, " My poor man, the life you have to live 
and the poverty you have to suffer has made me feel how 
lucky I am to be so rich. I have more than enough to fill 
all my needs. Because of the life I see you have lived I am 
going to give half my money to you. You will never need to 
worry about anything ever again. " 
Hector did not believe the man at first, but sure enough, 
next morning the rich man's servant arrived at Hector's 
house with a sack which contained more money than Hector had 
ever seen in his life. 11 My master told me to give this to 
you, 11 said the servant. Hector could not believe his luck. 
As the rich man had said, the money was more than enough to 
meet all his needs and to pay for all the nice things in 
life that Hector had thought he would never be able to buy. 
Hector lived happily ever after. Angus, on the other hand, 
had to carry on living in the old way for the rest of his 
life and he was not very happy about that. 
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Questionnaire for the economic stories 
1. Were the woodcutters tall or small? 
2. Which woodcutter became wealthy? 
3. Who brought the bag of money? 
4. Who was lazy? 
5. What kind of trees were there in the forest? 
6. Who lived in the pink house? 
7. What kind of flowers grew in the nice garden? 
8. Who had the untidy garden? 
9. Who was unhappy at the end of the story? 
10. Who deserved to get rich? 
11. Who slept when he should have been working? 
12. Where did the woodcutters sit in the summer evenings? 
The evaluation task 
Angus/Hector: 
1. Friendly ------ - Not very friendly 
2. Fat ----------- -- Not very fat ---------- 
3. Honest -------- -- Not very honest ------- 
4. Scruffy ------- -- Not very scruffy 
5. Kind ---------- -- Not very kind -------- 
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Appendix H ReliabilitY test for the evaluation task: number of subjects = 15) 
Data taken from the evaluation of the hardworking man: 
1. Characteristic: friendly (+) vs not very friendly 
Time 10 15 
Time 20 15 
There is no change in the number of subjects who thought the hardworking man was friendly, from Time 1 to Time 2 
Characteristic: fat (-) vs not very fat (+) 
Time 12 13 
Time 22 13 
There is no change in the number of subjects who thought the 
hardworking man was not very fat (N= 13), from Time 1 to 
Time 2. 
Characteristic: honest (+) vs not very honest (-) 
Time 10 15 
Time 22 13 
2 subjects changed from Time 1 to Time 2. Fisher exact 
probability test (Siegel, 1956, p. 99) was performed, and 
Table I (Siegel, 1956, Table I) showed that there was no 
significant difference in the number of subjects who 
perceived the man as honest at Time 1 and Time 2. 
4. Characteristic : Scruffy (-) vs not very scruffy (-) 
+ 
Time 15 10 
Time 23 12 
Two subjects changed their evaluation from positive to 
negative. Fisher exact probability test (Siegel, 1956, 
p. 99) was performed, and Table I (Siegel, 1956, Table I) 
showed that there was no significant difference in the 
number of subjects who perceived the man as not very scruffy 
at Time 1 and Time 2. 
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5. Characteristic : Kind (+) vs not very kind (-) 
Time 12 13 
Time 23 12 
One subject changed from Time 1 to Time 2. Fisher exact 
probability test (Siegel, 1956, p. 99) was performed, and 
Table I (Siegel, 1956, Table I) showed that there was no 
significant difference in the number of subjects who thought 
the hardworking man was kind, from Time 1 and Time 2. 
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Appendix 1.1 Economic story - the final version 
Story 1 
Once upon a time, in a small town near to a big city, there lived two men, Andrew and Peter. They were very like each 
other in many ways, and both men lived in the same kind of houses. Andrew lived in a blue house and Peter lived in a 
green house. Both men were bricklayers and they worked in the building sites in town whenever there were jobs 
available. 
In fact, Andrew and Peter were so like each other that 
people sometimes got them mixed up, and thought that they 
were talking to Andrew when they were really talking to 
Peter. However, they never made that mistake when they met 
the men at the building sites or at their houses. In the 
building sites Andrew was always to be seen hard at work. 
But no-one, ever managed to see Peter working. Instead, they 
would usually see him drinking cups and cups of tea, or 
leaning up against a wall watching Andrew hard at work and 
laughing at him because he was working so hard. 
The house in which Peter lived was almost always a mess, 
while Andrew's house was always neat and tidy. It was the 
same in the gardens. Daffodils and blue pansies grew nicely 
in Andrew's garden, whereas Peter's garden was just a pool 
of muddy water with rotten leaves. 
One summer day a rich man from the big city came to visit 
the small town where Andrew and Peter lived. He met one of 
the bricklayers and went with him to his house. Looking 
around the bricklayer's house, the rich man felt so sad for 
the bricklayer that had to live there. For a moment the rich 
man thought to himself and finally he decided to help the 
bricklayer. 
Story 
Once upon a time, in a small town near to a big city, there 
lived two men, Peter and Andrew They were very like each 
other in many ways, and both men lived in the same kind of 
houses. Peter lived in a blue house and Andrew lived in a 
green house. Both men were bricklayers and they worked 
in 
the building sites in town whenever there were jobs 
available. 
In fact, Peter and Andrew were so like each other that - 
people sometimes got them mixed UP, and thought 
that they 
were talking to Peter when they were really 
talking to 
Andrew. However, they never made that mistake when they met 
the men at the building sites or at their houses. 
In the 
building sites Peter was always to be seen hard at work. 
But 
no-one ever managed to see Andrew working. 
Instead, they 
would usually see him drinking cups and cups of 
tea, or 
leaning up against a wall watching Peter hard at work and 
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laughing at him because he was working so hard. 
The house in which Andrew lived was 
while Peter's house was always neat 
same in the gardens. Daffodils and in Peter'sgarden, whereas Andrew's 
of muddy water with rotten leaves. 
almost always a mess, 
and tidy. It was the 
blue pansies grew nicely 
garden was just a pool 
One summer day a rich man from the big city came to visit the small town where Peter and Andrew lived. He met one of the bricklayers and went with him to his house. Looking 
around the bricklayer's house, the rich man felt so sad for 
the bricklayer that had to live there. For a moment the rich 
man thought to himself and finally he decided to help the 
bricklayer. 
Questionnaire 
1. Were the bricklayers small or tall? 
2. Did they live in big or small houses? 
3. Were the bricklayers poor or rich? 
4. Which bricklayer worked hard? 
5. Which bricklayer do you think the rich man met in town? 
6. Which bricklayer did the rich man try to help? 
7. What kind of help did the rich man give to the 
bricklayer? 
8. Why did the rich man want to help the bricklayer? 
9. If you were the rich man, what would you do for the 
bricklayer ( refer to answer 6) ? 
10. Which bricklayer do you think deserved to be helped? 
Evaluation task 
Andrew/Peter: 
1. Nice ------ Not very nice ------- 
2. Greedy ----- Not very greedy ----- 
3. Tidy ------- Not very tidy ------ 
4. Fat -------- Not very fat ------- 
5. Friendly --- Not very friendly 
6. Dirty ------ Not very dirty ------ 
7. Busy ------- Not very busy ------ 
8. Bad -------- Not very bad ------- 
9. Rich ------- Not very rich ------ 
10. Boastful --- Not very boastful 
11. Polite ----- Not very polite ----- 
12. Sad -------- Not very sad ------- 
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Appendix 1.2 Economic story - the Indonesian translation 
Story 1 
Pada suatu ketika, di sebuah kota kecil dekat kota besar, hiduplah dua orang laki-laki, Amir dan Bakri. Kedua laki- laki itu mempunyai banyak persamaan, dan keduanya tinggal dirumah yang juga hampir serupa. Amir tinggal dirumah berwarna biru dan Bakri tinggal dirumah yang bercat hijau. Kedua orang itu bekerja sebagai tukang batu dan mereka membangun rumah dikota kalau ada orang yang menyuruhnya bekerja. 
Dalam kenyataannya, Amir dan Bakri sangat mirip sehingga 
orang sering keliru, dan mengira mereka sedang berbicara dengan Amir padahal sebenarnya mereka sedang berbicara 
dengan Bakri. Akan tetapi mereka tidak pernah membuat kekeliruan tersebut kalau bertemu dengan tukang batu itu 
ditempat pekerjaannya atau -dirumah masing-masing. Di tempat kerjanya Amir selalu kelihatan sedang bekerja keras. Tetapi 
orang tidak pernah melihat Bakri bekerja. Sebaliknya, mereka biasanya melihat Bakri sedang merokok, atau sedang bersandar 
ke dinding memperhatikan Amir bekerja dan menertawakannya 
karena dia begitu giat bekerja. 
Rumah Bakri juga hampir selalu berantakan, sedangkan rumah 
Amir selalu rapih. Di kebun juga sama saja. Bunga melati dan 
mawar tumbuh dengan suburnya di kebun Amir, sedangkan kebun 
Bakrihanyalah berupa genang, -ýin air kotor dengan daun-daun 
yang membusuk. 
Pada suatu hari, seorang kaya dari kota besar datang 
mengunjungi kota kecil dimana Amir dan Bakri tinggal. Ia 
bertemu dengan salah seorang tukang batu itu dan bersama- 
sama mereka pergi kerumah si tukang batu. Setelah melihat 
rumah si tukang batu, orang kaya itu merasa sangat kasihan 
pada tukang batu yang tinggal di rumah tersebut. Untuk 
sesaat si orang kaya berpikir, dan akhirnya ia memutuskan 
untuk membantu si tukang batu. 
Story 
Pada suatu ketika, di sebuah kota kecil dekat kota besar, 
hiduplah dua orang laki-laki, Amir dan Bakri. Kedua laki- 
laki itu mempunyai banyak persamaan, dan keduanya tinggal 
dirumah yang juga hampir serupa. Bakri tinggal dirumah 
berwarna biru dan Amir tinggal dirumah yang bercat hijap. 
Kedua orang itu bekerja sebagai tukang batu dan mereka 
membangun rumah dikota kalau ada orang yang menyuruhnya 
bekerja. 
Dalam kenyataannya, Bakri dan Amir sangat mirip sehingga 
orang sering keliru, dan mengira mereka sedang berbicara 
dengan Bakri padahal sebenarnya mereka sedang berbicara 
dengan Amir . Akan tetapi mereka 
tidak pernah membuat 
kekeliruan tersebut kalau bertemu dengan tukang batu itu 
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ditempat pekerjaannya atau dirumah masing-masing. Di tempat kerjanya Bakri selalu kelihatan sedang bekerja keras. Tetapi orang tidak pernah melihat Bakri bekerja. Sebaliknya, mereka biasanya melihat Amir sedang merokok, atau sedang bersandar ke dinding memperhatikan Bakri bekerja dan menertawakannya karena dia begitu giat bekerja. 
Rumah Amir juga hampir selalu berantakan, sedangkan rumah Bakri selalu rapih. Di kebun juga sama saja. Bunga melati dan mawar tumbuh dengan suburnya di kebun Bakri, sedangkan kebun Amir hanyalah berupa genangan air kotor dengan daun- daun yang membusuk. 
Pada suatu hari, seorang kaya dari kota besar datang 
mengunjungi kota kecil dimana Bakri dan Amir tinggal. Ia bertemu dengan salah seorang tukang batu itu dan bersama- 
sama mereka pergi kerumah si tukang batu. Setelah melihat 
rumah si tukang batu, orang kaya itu merasa sangat kasihan 
pada tukang batu yang tinggal di rumah tersebut. Untuk 
sesaat si orang kaya berpikir, dan akhirnya ia memutuskan 
untuk membantu si tukang batu. 
Pertanyaan: 
1. Apakah kedua tukang batu itu tinggal dikota besar atau 
kota kecil? 
2. Apakah kedua tukang batu itu pendek atau tinggi? 
3. Apakah mereka tinggal dirumah besar atau rumah kecil? 
4. Apakah kedua tukang batu itu miskin atau kaya? 
5. Tukang batu yang mana yang tinggal dirumah biru? 
6. Tukang batu yang mana yang bekerja kera8? 
7. Bunga-bunga apa yang tumbuh dikebun? 
8. Tukang batu yang mana yang dibantu orang kaya itu? 
9. Mengapa orang kaya itu membantu si tukang batu? 
10. Bantuan apa yang diberikan orang kaya itu pada si tukang 
batu? 
11. Kalau kamu yang jadi orang kaya itu, apa yang akan kamu 
lakukan untuk si tukang batu yamg kamu sebut di nomer 6)? 
12. Tukanq batu yang mana yang seharusnya mendapat bantuan? 
Evaluasi 
Amir/Bakri 
1. Baik ---------- tidak begitu baik -------- 
2. Serakah ------- tidak begitu serakah 
3. Rapih --------- tidak begitu rapih --7 
4. Gemuk --------- tidak begitu gemuk ------ 
5. Ramah --------- tidak begitu ramah -------- 
6. Jorok -------- tidak begitu jorok ------- 
7. Sibuk --------- tidak begitu sibuk ------- 
8. Jahat --------- tidak begitu jahat ------- 
9. Kaya ---------- tidak begitu kaya -------- 
10. sombong ------ tidak begitu sombong ----- 
11. sopan -------- tidak begitu sopan ------- 
12. Pemurung ----- tidak begitu pemurung 
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Appendix J. Coding scheme for content analysis of the open- 
ended questions (for the stories) 
Question 7. Help the bricklayer with 
a. money 
b. work 
C. house 
d. food 
e. other 
f. DK 
Question 8. Why the rich man helped the bricklayers: 
the rich man 
a. felt sorry 
b. was rich 
c. other 
The man was: 
d. poor 
e. hungry/tired 
f. work hard 
g. lazy/bad 
h. other 
i. DK 
Question 9. You would do: 
a. help 
b. money 
C. work 
d. house 
e. food 
f. other 
g. DK/nothing 
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1O. Deserved help 
a. hardworker 11 13 17 19 3 11 12 17 
b. lazy 3 4 2 1 4 4 5 2 
Note: the frequency of responses for question 5 onwards is 
based on the number of subjects who recalled correctly 
in 
question 4. 
333 
appenuix Y,. i (continued) 
H-SES 
57 
L-SES 
79 
H L H L H L H L H L H L H L H L 
7. help: 
a. money 5 3 1 2 0 2 2 6 2 1 4 1 3 4 1 9 
b. work 2 3 3 1 0 4 2 0 0 0 3 4 1 5 0 6 
c. house 0 0 1 2 2 1 2 1 0 1 0 0 2 1 1 1 
d. f ood 0 0 0 0 0 0 0 0 0 1 0 0 0 0 0 0 
e. other 0 1 1 6 1 9 2 6 0 0 1 1 0 1 0 2 
f. DK 0 0 0 0 0 0 0 0 2 0 0 1 0 0 0 0 
8. Why he 1p 
Ri ch man: 
a. f elt 
sorry 0 1 1 1 0 3 3 6 0 0 1 1 1 2 1 8 
b. rich 1 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 
c. other 0 0 0 0 0 1 0 0 1 3 2 1 1 2 1 1 
the man was: 
d. poor 2 3 0 3 0 6 2 2 0 0 1 1 3 4 0 1 
e. hungry/ 
tired 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 
f. work 
hard 4 0 6 0 3 0 2 1 0 0 4 0 1 0 0 0 
g. lazy/ 
bad 0 1 0 1 0 3 0 0 0 0 0 0 0 0 0 1 
h. other 0 2 0 6 0 3 0 4 1 0 0 3 0 3 0 6 
i. DK 0 0 0 0 0 0 0 0 2 0 0 1 0 0 0 0 
9 -You'd do 
a. help 3 5 2 6 2 8 1 
b. money 3 1 1 2 0 2 2 
c. work 0 0 0 0 1 2 2 
d. house 0 1 1 2 0 1 2 
e. f ood 0 0 0 0 0 0 0 
f. other 1 0 1 1 0 3 0 
g. DK/ 
nothing 0 0 1 0 0 2 0 
3 0 2 2 2 
6 2 0 
0 0 
2 0 
0 0 
4 
000 01 0001 
Note: 
h= hardworking man 
1= lazy man 
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Appendix K. 2 Raw data from the questions for the story (Indonesian sample) 
Number of subjects for each question 
Social class M-SES L-SES 
Age 5 7 9 11 5 7 9 11 
They lived in 
a big town 10 2 0 1 12 13 7 6 
b small town 10 18 20 19 8 7 13 14 
They were 
a short 3 9 8 9 4 9 10 9 
b tall 17 11 12 11 16 11 10 11 
3 They lived in 
a big house 12 1 1 1 10 8 8 1 
b small house 8 19 19 19 10 12 12 19 
4 They were 
a rich 7 1 1 0 10 11 3 1 
b poor 13 19 19 20 10 9 17 19 
5 Lived in 
blue house 
a hardworking 15 12 13 19 7 11 14 13 
b lazy 5 8 7 1 13 9 6 7 
6 Worked hard 
a hardworking 11 15 20 20 7 11 16 14 
b lazy 9 5 0 0 13 9 4 6 
Flowers 
a correct 
response 17 18 18 20 13 13 14 16 
b incorrect 
response 3 2 2 0 7 7 6 4 
8 Richman helped 
a hardworking 8 12 16 14 3 9 12 8 
b lazy 3 3 4 6 4 2 4 6 
12 Deserved help 
a hardworking 8 7 10 19 5 10 13 12 
b lazy 3 8 10 1 2 1 3 2 
Note: The frequency of responses for question 8 onwards is 
based on the number of subjects who recalled correctly in 
question 6. 
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appencaX K. 2 (continued) 
Social class M-SES L-SES 
Age 5 7 9 11 5 7 9 11 
H L H L H L H L H L H L H L H L 
9 Why help 
Rich man: 
a felt sorry 1 1 3 1 4 2 10 3 1 0 4 0 5 1 2 4 
b was rich 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 
c other 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 
the man: 
d was poor 0 2 2 0 2 1 2 2 0 1 1 1 3 2 3 0 
e hungry/ 
tired 1 0 0 0 0 0 0 0 0 0 2 0 0 0 0 0 
f work hard 4 0 7 1 6 0 2 0 0 0 0 1 2 1 3 1 
g lazy/bad 0 0 0 0 0 0 0 0 0 0 0 0 0 0 0 1 
h other 2 0 0 1 4 1 0 1 0 0 0 0 2 0 0 0 
i D. K. 0 0 0 0 -0 0 0 0 2 3 2 0 0 0 0 0 
10 Kind of help 
a Money 2 1 3 0 5 1 3 1 0 2 0 0 0 2 0 0 
b work 3 1 2 0 6 1 6 3 1 0 2 0 3 0 5 4 
c house 1 0 3 2 2 2 3 2 0 0 1 0 2 0 3 1 
df ood 0 1 0 0 0 0 0 0 0 2 2 0 2 1 0 0 
e other 2 0 4 1 3 0 2 0 1 0 4 2 5 1 0 1 
f D. K. 0 0 0 0 0 0 0 0 1 0 0 0 0 0 0 0 
11 You would do 
a help 4 0 6 2 5 2 0 0 1 2 3 1 4 3 5 5 
b money 2 1 4 0 4 0 4 2 0 1 0 0 0 1 0 0 
c work 1 1 2 0 4 1 7 2 0 0 2 1 3 0 1 1 
d house 0 0 0 0 1 1 2 0 0 0 0 0 2 0 0 0 
ef ood 0 1 0 0 0 0 0 0 1 0 2 0 3 0 0 0 
f other 1 0 0 1 2 0 1 2 0 0 1 0 0 0 2 0 
g D. K. / 
nothing 0 0 0 0 
Note: 
h= hardworking man 
1= lazy man 
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Appenoix L. 1 Statistical analysis for the questions 
(British sample) 
Table 1. Chi-squared analysis for the binomial data 
Question: social class 
H-SES vs L-SES 
were they small or tall X2 = 7.05 
df =1 
P<0.01 
lived in big or small X2 = 4.64 
houses df =1 
p<0.05 
they were rich or poor X2 = 3.32 
df =1 
NS 
who worked hard X2 = 4.73 
df =1 
p<0.05 
the richman met X2 = 1.07 
1 df =1 NS 
the richman helped X2 = 0.00 
df =1 
NS 
who deserved help X2 = 2.02 
df =1 
NS 
age 
younger vs older 
X2 = 0.03 
df =1 
NS 
X2 = 14.53 
df =1 
P<0.001 
X2 = 20.03 
df =1 
P<0.001 
X2 = 17.23 
df =1 
P<0.001 
X2 = 0.44 
df =1 
NS 
X2 = 6.47 
df =1 
p<O. 05 
X2 = 3.53 
df =1 
NS 
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.Lc, Aj Lt-- /-. jr-t-, L uent ages for the multi-response questions (7,8, and 9) 
Q. 7. Kind of help given to the hardworking and lazy men: 
I- 
hardworking man 
H-SES L-SES 
younger older younger older 
a. money 46.15 
b. work 38.46 
c. house 7.69 
d. f ood 0 
e. other 7.69 
f. DK 0 
18.18 50.00 50.00 
18.18 25-00 12-50 
36.36 0 25.00 
000 
27.27 8.33 0 
0 16.66 0 
lazy man 
H-SES L-SES 
younger older younger olde: 
27.78 27.78 20.00 44.8, 
22.22 13.79 40.00 37.9 
10.53 6.90 10.00 6.9( 
0 0 10.00 0 
38.88 51.72 10.00 10.31 
0 0 10 0 
The rich man helped -the hardworking or lazy man because: 
hardworking man 
H-SES L-SES 
younger older younger older 
Rich man: 
a. felt 0 30.00 7.69 17.65 
sorry 
b. rich 7.69 0 0 0 
c. other 0 0 30.77 17.65 
the man: 
d. poor 15.38 20.00 7.69 41.17 
e. hungry/ 0 0 0 0 
tired 
f. work 76.92 50.00 30.77 5.88 
hard 
g. lazy/ 0 0 0 0 
bad 
h. other 0 0 7.69 17.65 
i. DK 0 0 15.38 0 
Q. 9. Would help or not help: 
lazy man 
H-SES L-SES 
younger older younger oldei 
11.11 31.03 10.00 35.71 
0 0 0 0 
0 3.45 40.00 10.71 
33.33 27.59 10.00 17.86 
0 0 0 0 
0 3.45 0 0 
11.11 10.34 0 3.57 
55.55 24.14 30.00 32.14 
0 0 10 0 
1 azy man 
H-SES L-SES 
younger older younger oldei 
100 93.10 90 . 00 92.81 
0 6.90 10.00 7.1, 
hardworking man 
H-SES L-SES 
younger older younger older 
help 92.30 100 100 100 
no help 7.69 000 
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Appendix L. 2 Statistical analysis for the questions (Indonesian sample) 
Table 1. Chi-squared tests for the binomial data 
Question: social class 
H-SES vs L-SES 
lived in big or small X2 = 16.58 
town df =1 
P<0.001 
were they small or tall X2 = 0.10 
df =1 
NS 
lived in big or small X2 = 3.91 
houses df =1 
p. <O. 05 
they were rich or poor X2 = 8.40 
df =1 
P<0.01 
lived in blue house X2 = 4.64 
df =1 
p<0.05 
who worked hard X2 = 7.91 
df =1 
P<0.01 
flowers in the garden X2 = 10.24 
df =1 
P<0.01 
the richman helped X2 = 0.73 
df =1 
NS 
who deserved help X2 = 3.17 
df =1 
NS 
age 
younger vs older 
X2 = 13.93 
df =1 
P<0.001 
X2 = 2.65 
df =1 
NS 
X2 = 11.65 
df =1 
P<0.001 
X2 = 19.76 
df =1 
P<0.001 
X2 = 3.92 
df =1 
p<O. 05 
X2 = 17.81 
df =1 
P<0.001 
X2 = 1.44 
df =1 
NS 
X2 = 0.003 
df =1 
NS 
X2 = 0.70 
df =1 
NS 
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Table 2. Percentages for the multi-response questions (9,10,11) 
Q. 9. The rich man helped the hardworking or lazy man because: 
hardworking man lazy man 
H-SES L-SES H-SES L-SES 
younger older younger older younger older younger oldei 
Rich man: 
a. felt 20.00 46.66 41.67 35.00 
sorry 
b. rich 0 0 0 0 
c. other 0 0 0 0 
the man: 
d. poor 10.00 13.33 8.33 30.00 
e. hungry/ 5.00 0 12.67 0 
tired 
f. work 55.00 26.67 0 25.00 
hard 
g. lazy/ 0 0 0 0 
bad 
h. other 10.00 13.33 0 10.00 
i. DK 0 0 33.33 0 
33.33 50.00 0 50.00 
0 0 0 0 
0 0 0 0 
33.33 30.00 33.33 20.00 
0 0 0 0 
16.67 0 16.67 20.00 
0 0 0 10.00 
16.67 20.00 0 0 
0 0 50 0 
10. Kind of help given to the hardworking and lazy men: 
hardworking man 
H-SES L-SES 
younger older younger older 
a. money 25.00 
b. work 25.00 
c. house 20.00 
d. food 0 
e. other 30.00 
f. DK 0 
26.66 00 
40.00 25.00 40.00 
16.67 8.33 25.00 
0 16.67 10.00 
16.67 41.67 25.00 
0 8.33 0 
lazy man 
H-SES L-SES 
younger older younger olde3 
16.67 20.00 33.33 20.0( 
16.67 40.00 0 40.0( 
33.33 40.00 0 10.0( 
16.67 0 33.33 20.0( 
0 0 33.33 20.0( 
16.67 0 0 0 
Q. 11. Would help or not help: 
hardworking man 
H-SES L-SES 
younger older younger older 
help 100-00 100 100 100 
no help 0000 
lazy man 
H-SES L-SES 
younger older younger oldei 
66.67 88.89 100-00 100.0( 
33.33 11-11 00 
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iippenu: Lx m. jL iNumber of subjects who correctly recalled the 
hardworking man (British sample - original number of subjects 
in each age group = 20) 
Age 
TOTAL 
Social class 579 11 
High-SES 14 17 19 20 70 
Low-SES 7 15 17 19 58 
TOTAL 128 
Appendix M. 2 Number of subjects who correctly recalled the 
hardworking man (Indonesian sample -original number of subjects 
in each age group = 20) 
Age 
TOTAL 
Social class 579 
High-SES 11 15 20 20 66 
Low-SES 7 11 16 14 48 
TOTAL 114 
- 
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